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Abstract 
 
Paths to the Principalship: Perceptions of Latino Leaders, a Phenomenological Study 
 
 
Martin E. Martinez, Ed.D. 
Drexel University, May 2015 
Chairperson: W. Edward Bureau 
California schools have undergone an exponential demographic shift in the past 
decades with Latino students now comprising about 53% of the student population. 
While research shows positive benefits to minority students whose schools are led by 
minority principals, we lack a clear understanding of the primary factors influencing 
Latino educators’ progression to the P-12 school principalship.  The purpose of this 
phenomenological research study was to describe the lived experiences of Latino public 
school principals and their perception of the primary factors that supported them in 
becoming a P-12 principal. 
This study investigated the experiences of 10 Latino public school principals 
representing three large school districts in Sacramento County, California to understand 
their perceptions of the processes involved in advancing to the P-12 principalship.  Data 
were gathered through a series of in-depth interviews, observations, and artifact review 
and analyzed for emergent codes, themes and trends.  
The study’s results indicated parental expectations and the influences of adult and 
peer role models and school agents were significant to the development of a positive 
academic identity.  Programs aimed at supporting the transition from high school to 
college and experiences working with young people and with Latino colleagues were all 
described as supportive factors.  Additionally, strong collegial relationships and 
administrators who served as role models were described as factors influencing 
participants’ successful teaching career and their path to the school principalship. 
Challenges related primarily to the lack of social capital in areas such as college 
admissions requirements, financing college, social and emotional aspects of attending 
college, and a lack of support from primary familial networks in terms of academic 
language and academic role modeling. 
Underlying their path to the principalship and participants’ perceptions of their 
role as principal is a strong Latino identification.  Principals overwhelmingly see 
themselves as role models and bridges to the Latino and minority students and 
communities they serve.  Major recommendations from the study include supporting 
first-time college families with college and career awareness early in the P-12 experience, 
developing district-wide focus on supporting Latino students and families and further 
research focused on Latino parents and their perceptions of the factors that support their 
development of the academic and social capital needed for school success. 
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Chapter 1: Introduction to the Research 
This study focused on understanding the primary factors influencing Latino 
educators’progression to the P-12 principalship.  The purpose of this study was to 
explore the perceptions of a group of Latino principals related to their attainment of a 
public P-12 school principal position in California.  It is anticipated that the knowledge 
generated from this study may offer new insight into school district and principal 
preparation program practices.  A phenomenological approach was used to gain 
perspective into the lived experiences of Latino leaders and to determine the primary 
factors that supported them in becoming principals.  Participants included 10 Latino 
principals employed within three school districts in Sacramento County in Northern 
California.   
The remainder of this chapter includes background and context for the study, the 
statement of the problem and purpose, and significance of the research.  Following are 
the research questions, a discussion of the researcher’s perspectives, and the conceptual 
framework underpinning the study.  The chapter closes with a review of the definitions 
and terms, assumptions, and limitations for the study and, finally, a summary of the 
chapter. 
Introduction to the Problem 
Latinos are the largest racial/ethnic group in the United States, with over 50 
million Latinos comprising nearly 20% of the nations population (Ennis, Rios-Vargas, & 
Albert, 2011).  The nations Latino population is expanding quickly, showing a growth 
rate of 15.2 million people between the census years of 2000 and 2010.  In that same 
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decade, the Hispanic population grew by 43%, four times the growth in the total 
population at 10% (Ennis et al., 2011).  Census projections indicate that the Latino 
population will increase to over 100 million by the middle of the 21st century.  California 
Department of Education (CDE; 2013) data show Latino enrollment in California schools 
is substantial, with Latino students accounting for 53% of the state’s total enrollment, far 
higher than the 25% reported for Whites.  In addition, Latinos currently comprise the 
majority of K-12 student enrollment in 22 states in the U.S. (Fry, 2008).  Particularly 
concerning are the academic and socioeconomic gaps that exist within the growing 
Latino population.   
Nationally, Latino students score lower on standardized achievement tests, attain 
fewer years of education, continue to have the highest high school dropout rate for all 
ethnic groups, and fare worse on economic indicators such as earnings and family income 
(Eamon, 2005; Marotta & Garcia, 2003; Ortiz, Valeria, & Lopez, 2012).  According to 
the National Center for Education Statistics (NCES; 2012), only about 10% of Latino 
Americans currently graduate from 4-year colleges and universities.  Additionally, the 
Latino population is disproportionately young and poor (Ennis et al., 2011). 
Latino students also account for the largest portion of English Learners in the 
State of California.  According to the California Department of Education (2013), over 
1,100,000 students identified Spanish as their primary language, accounting for almost 
85% of the English language learner (ELL) population in California.  Brooks, Adams, 
and Murita-Mullaney (2010) reported, “The National Center for English Language 
Acquisition (NCLA, 2006) reported that in 2005-2006, ELL students comprised 10.3% of 
the enrollment in public schools, an increase of 57% over the past decade”(p. 146).  The 
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massive increase in the number of English language learners has created new challenges 
for teachers, school administrators, and school districts in California, leading to new 
efforts to meet not only the academic needs of each student but also their cultural and 
language needs. 
A school principal’s job has become increasingly complex with 21st century 
principals becoming responsible for many aspects of community involvement.  These 
include developing a school vision; building a school culture inclusive of the entire 
community; building an instructional program, managing a vast array of varying needs of 
parents, students, and staff; and producing strong academic results for all students (Hine, 
2013).  Principals are so critical to academic success that a six-year study of school 
leadership could not find a single example of a school improving its student achievement 
record in the absence of a high-quality leader (Doyle & Locke, 2014).  While effective 
school leaders can be any race or ethnicity, Stanton-Salazar and Urso Spina (2003) 
described the importance of same ethnicity institutional agents, such as counselors, 
teachers, and principals, in supporting the development of social capital and providing 
same-race role models for minority students.   
As Latino population numbers dramatically increase nationally and in California, 
the number of Latino teachers and principals has not changed significantly to match the 
population growth.  As of 2012, 83% of K-12 teachers were Caucasian with Latinos 
making up 6.8% of the teaching force (NCES, 2012).  A similar disparity exists between 
Latino students and Latino P-12 principals.  Several studies have noted the lack of 
diversity among school principals (Clifford, 2010; Muniz, 2013; NCES, 2012) with just 
5% of U.S. public school principals being of Latino descent.  The current representation 
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of minority principals in school leadership does not reflect the make-up of the student 
population and may support the continuing achievement gap between Caucasian and 
Latino students. 
Statement of the Problem to Be Researched 
We lack a clear understanding of the primary factors influencing Latino 
educators’progression to the P-12 principalship. 
Purpose and Significance of the Problem 
Purpose 
The purpose of this qualitative phenomenological research study was to describe 
the lived experiences of Latino principals and their perceptions of the primary factors that 
supported them in becoming P-12 principals.  
Significance of the Problem 
It is perceived that developing a greater understanding of this phenomenon can be 
used to inform future decisions that will ensure a flow of Latino talent into California 
school leadership positions.  The success of California’s public schools is contingent on 
its ability to continue to attract effective P-12 leaders.  Research shows positive benefits 
to minority students whose classrooms and schools are led by minority teachers and 
principals (Dee, 2004; Stanton-Salazar, 1997).  Muniz (2013) found that Latino principals 
leading schools with high Latino enrollment perceived their major impact on Latino 
students to be that of a role model.  Past research has primarily focused on minority 
principal recruitment, retention, and student achievement for schools lead by a minority 
principal.  There is a gap in research focused on the perceptions of Latino principals and 
the primary factors that supported their ascent to the principalship.  As California 
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becomes increasingly Latino, understanding the perceptions and experiences of Latino 
principal practitioners may yield valuable insight into how this group experiences the 
path to the school principalship. 
Research Questions 
To meet the objectives of this study, the following questions guided the research: 
1. How do Latino principals describe their lived experience in attaining the role of 
the school principalship? 
2. How do Latino principals describe factors that contributed to their successful 
attainment of the principalship? 
3. How do Latino principals describe the challenges they faced in pursuing the P-12 
principalship? 
The Conceptual Framework 
Researcher’s Stance and Experiential Base 
As a researcher and a person dedicated to education and theoretical practices, I 
approach the world from a constructivist perspective.  I tend to view and understand the 
world through processes, experiences, and relationships.  Ontologically, my philosophy is 
based on my experiences and I acknowledge that reality and how I understand it is 
subjective.  In terms of my research, it is important to understand that people experience 
reality in their own way and through their own perceptions.  Perceptions are developed as 
a result of one’s values, beliefs, knowledge, life experiences, and mental models.  Gergen 
(1985) stated, “what we take to be the experience of the world does not in itself dictate 
the terms by which the world is understood” (p. 266).  The social constructivist approach 
focuses on extracting and understanding the means by which people explain and 
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understand the world in which they live (Gergen, 1985).  Rhetorically, I think in the 
narrative and understand the world through stories.  As a social constructivist, I believe 
individuals make their own subjective meanings of their experiences, requiring the 
researcher to rely on the participant’s view of the situation to interpret meaning from the 
research (Creswell, 2012).  To that end, it is important to gain understanding of the 
participant’s experience by asking open-ended questions and to gain meaning from the 
stories and voices of participants.  
A phenomenological study describes the “common meaning for several 
individuals of their lived experiences of a concept or phenomenon” (Creswell, 2013, p. 
76).  The basic purpose of a phenomenological study is to reduce the individual 
experiences with a phenomenon to a description of the composite essence of the 
experience for all participants within the study (Creswell, 2013).  In the case of this 
study, the phenomenon is the experience of becoming a P-12 principal.  Phenomenology, 
as described by Moustakis (1994), is focused less on the interpretations of the researcher 
and more on a description of the experiences of participants.  From the perspective of 
transcendental philosophy, all objects of knowledge must conform to experience.  
Knowledge of objects resides in the subjective sources of the self (Moustakis, 1994).  
Because all knowledge and experience are connected to phenomena, things in 
consciousness that appear in the surrounding world, inevitably a unity must exist between 
ourselves as knowers and the things or objects that we come to know and depend upon 
(Moustakis, 1994).  Moustakis (1994) stated: 
and so it is “I,” the person among other persons, alone yet inseparable from the 
community of others, who sees as if for the first time and who reflectively comes 
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to know the meanings that awaken in my consciousness.  I am the person who 
gives existence its essence, the one who returns essence to existential life. (p. 58) 
   
In recognizing my own mental models as they relate to this qualitative 
phenomenological study, I realize that the source of information gathered from study 
participants is a view and perception from within their own experience.  As the 
researcher, to fully understand the essence of participants’ experiences, my job was to 
bracket out my own perceptions, actively listen, and suspend judgment in order to hear 
the voices and experience of the study participants (Moustakis, 1994).  Social contexts 
may be used to make meaning of the Latino principals’journeys to the school 
principalship, and the social contexts of their journey may be a significant factor in 
developing learning outcomes from my research.   
At the time of this research study, I was employed as an elementary school 
principal in Northern California, having served in this capacity for seven years.  Thus, the 
researcher brought to the inquiry process practical experience as a principal and the 
varied aspects of the role.  A focus of my work during the entirety of my time as principal 
has been on the academic achievement gap between African American and Latino 
students and Caucasians.  The premise for conducting this research emanates from 
personal observations about minority leadership in the district and the absence of Latino 
leadership at the principal level and in senior leadership positions.  As a sitting Latino 
principal in the district, I was uniquely prepared, from an insider’s perspective, to ask 
questions about the phenomenon of being a Latino principal.  
I acknowledge that the same experiences so valuable in providing insight could 
also serve as a liability, biasing judgment in research design and interpretation of the 
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findings.  This required frequent reflection and constant bracketing, enabling me to set 
aside my own experiences as a Latino principal and seek to more clearly understand the 
lived experiences of the study participants.  In addition to my assumptions, theoretical 
orientation, and experiences being made explicit at the outset of this study, I remained 
committed to engaging in ongoing reflection by way of journaling and frequent dialogue 
with professional colleagues and advisors during the entire research process. 
Conceptual Framework 
Three themes emerged from the literature to provide a conceptual framework 
informing this study: (a) The concept of social identity in relation to the educational 
achievement of Latinos in the United States; (b) social capital theory and its relationship 
to the development of social capital for Latino students, teachers, and principals; and (c) 
leadership and the recruitment of Latino teachers and principals (see Figure 1).  The 
literature in these three foci areas suggests a clear overlap and connection between them.  
Chapter 2 explores each of these three streams in greater detail.   
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Figure 1. Conceptual framework model. 
 
 
 
Social identity.  The literature on social identity is analyzed by exploring its 
definition and relationships to Latino social networks, Latino academic identity, and 
academic role models.  Social Identity Theory identifies membership in a category or 
group as the primary aspect of one’s identity (Bernal, Saenz, & Knight, 1991; Tajfel & 
Turner, 1985).  One’s identity and value of themselves, in turn, is related to group 
belonging.  The groups with which someone identifies may be based on genetic factors 
such as gender and ethnicity; on choice through sports teams, religious affiliation, or 
participation in particular political groups; or on achievement-related variables such as 
financial status, job title, or grade point average (Romero, 2010). 
Having homogenous social networks supports the development of identity 
(McFarland & Pals, 2005).  When a higher percentage of an individual’s friends belong 
to the same social network, the effect of social control on that student’s identity is 
Latino'School'Principals 
Social Identity '
Tajfel & Turner, 1986'
Okagaki, 2001   
Romero, 2010   
Social Capital 
Coleman, 1988     
Stanton-Salazar, 1997, 
Gamoran, Turley, & Fish, 
2012 
Leadership and 
Recruitment  
Doyle & Locke, 2014 
Leithwood et al., 2004 
Irazarry & Donaldson, 2012 
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stronger (Romero, 2010).  It may be reasonable to assume that based on achievement 
data, high school graduation rates, and college attendance, Latino students do not have 
sufficient homogeny in their academic social networks.  Latino students do not typically 
have academic role models in their ethnic networks nor do they have ethnic role models 
in their academic social networks (Romero, 2010).   
Goldsmith (2004) examined how schools’ racial and ethnic mix of students and 
teachers influenced black, white, and Latino students’career expectations and 
educational goals and attitudes.  Findings from Goldsmith’s research revealed that eighth 
grade black and Latino students are more likely than are similar white students to have 
high career expectations, educational aspirations, and concrete attitudes in mixed-schools 
and even higher positive beliefs in separate-minority schools where minority teachers and 
minority students are the dominant ethnicity (Goldsmith, 2004).  Supporting increased 
numbers of Latino teachers and school administrators has the potential to strengthen the 
academic identity for Latino students. 
Social capital.  Second is an examination of the literature on social capital, 
describing and defining the term, reviewing Latino access to social capital, and the role of 
institutional agents in developing social capital for Latino students and future educational 
leaders.  The term “social capital”refers to the benefits of social resources embedded in 
social networks and the belief that resources existing within these social groups are 
available to members of the network or group (Coleman, Hoffer, & Kilgore, 1982).  
Coleman (1988) posited, “just as physical capital is created by changes in materials to 
form tools that facilitate production, human capital is created by changes in persons that 
bring about skills and capabilities that make them able to act in new ways”(p. 100).  
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While human capital and physical capital are tangible, social capital is not and exists in 
the relationships between people and groups of people (Coleman, 1988).  Social capital is 
a resource based upon lasting relationships that can lead to information flows for people 
who exist within a social network and may result in opportunities for individuals and 
groups that might not be available without it (Coleman et al., 1982).   
Family resources may influence child wellbeing and access to certain groups and 
networks that support school achievement (Kaushal & Nepomnyaschy, 2009).  Economic 
differences account for some of the disadvantages encountered by Hispanic children, but 
social isolation is also a crucial barrier to their academic success (Gamoran, Turley, 
Turner, & Fish, 2012).  Stanton-Salazar’s (1997, 2001) studies suggest that social capital 
can support educational achievement for Latinos through the development of school 
social networks.  Stanton-Salazar (1997) revealed two types of social networks within 
schools that support positive outcomes for Latino students.  These networks include 
institutional networks consisting of teachers, counselors, school administrators, and 
protective agents such as family and other community members (Stanton-Salazar, 2001).  
Consequently, having strong social networks as a form of social capital may support 
positive educational outcomes for Latino students. 
Leadership and recruitment.  Finally, the area of leadership and recruitment is 
explored through literature pertaining to the role of principal leadership on student 
learning, recruiting Latino teachers, classroom teaching as gatekeeper to the 
principalship, and principal recruitment and development.  Principals are critical to 
academic success.  After teacher quality, school leadership ranks second highest among 
influences related to student learning (Leithwood, Wahlstrom, & Anderson, 2010).  
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Moreover, the positive effects of outstanding principals are most profound in schools 
experiencing more challenging circumstances (Leithwood, Seashore-Louis, Anderson, & 
Wahlstrom, 2004). 
The primary path to the school principalship in the majority of U.S. states is 
through teaching (Hine, 2013).  Understanding how minority teachers navigate the 
educational system and become teachers is essential to building a foundation for 
understanding Latino principal recruitment.  Irazarry and Donaldson (2012) focused on 
non-traditional teaching programs and their efforts to recruit teachers from minority 
groups.  Their research suggests familiarity with the student minority populations and 
communities enabled Latino teachers to develop competencies and capacities for success 
more quickly than their non-Latino counterparts. 
Findings from Doyle and Locke’s (2014) Fordham study reveal the principalship 
is a high-pressure job in which the authority of the principal is not equal to the 
responsibilities.  Longstanding barriers to increasing the number of Latino and other 
minority principals continue to exist.  Over the first decade of the 21st century, traditional 
university-based principal training programs have faced increased competition from non-
traditional training academies and other alternate routes to certification.  Many of these 
non-traditional programs have strong potential to create a more diverse principal 
workforce.  A significant challenge for California and states with large Latino 
populations will continue to be recruiting and adequately preparing strong Latino school 
leaders through the development of effective principal pipelines that promote strong 
talent and diverse leadership. 
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Definition of Terms 
Disproportionality 
Disproportionality is defined as the “overrepresentation” and 
“underrepresentation” of a particular population or demographic group in special 
or gifted education programs relative to the presence of this group in the overall 
student population” (National Association for Bilingual Education [NABE], 2002, 
p. 32) 
 
For the purpose of this study, disproportionality also includes over- or under-
representation of a particular demographic group in areas of achievement, 
socioeconomic status, and representation in the student population and teacher 
and principal roles in public education. 
Hispanic and Latino(a) 
“Members of an ethnic group that traces its roots to 20 Spanish speaking nations 
from Latin America and Spain” (Taylor, Hugo Lopez, Martinez, & Velasco, 2012, 
p. 1).  There is no differentiation between the terms Hispanic and Latino(a) in the 
current research.  For the purposes of this research study, the term Latino, refers 
to both females and males except when directly quoting Latina study participants. 
Principal Pipeline 
“Systems designed to develop school leaders on the job, within the contexts and 
experiences of their own school districts” (Mendels, 2012, p. 48).  For the purpose 
of this study, principal pipelines also refer to the formal paths supported by policy 
and educational institutions that support movement from college/university to the 
classroom and finally to the school principal position. 
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Assumptions and Limitations 
Based on education, values, life-experience, and understanding of the world, this 
researcher brought to the table certain assumptions related to this study.  He brought the 
belief that there is a connection to principal and teacher ethnicity and positive outcomes 
for students who share that ethnicity.  He made the assumption that he would have access 
to study participants and that participants in this study would participate fully and answer 
interview questions truthfully and to the best of their ability.  Additionally, as a Latino 
principal currently working in the field, he worked under the assumption that he could 
bracket himself from the research to listen and understand the perceptions and 
experiences of study participants.   
Limitations identify potential weaknesses within the study that relate to data 
collection and analysis, according to the researcher (Creswell, 2012).  This study is 
limited by the qualitative phenomenological methodology in exploring the lived 
experiences of Latino principals and their perceptions of the primary factors that 
supported them in becoming a P-12 principal.  Because human voices and experiences 
can be revealed most richly through the interview process, this methodology was 
primarily used to understand the essence of the phenomenon as perceived by the Latino 
principals.  Additional limitations in this study may be found in its limited sampling of 
Latino principals in Sacramento County.  The data collected from interviews with study 
participants may not generalize to all Latino principals. 
Summary 
The Latino population in California is expanding rapidly with Latino students 
comprising 53% of the current K-12 enrollment in public schools (Fry, 2008).  In 
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California and across the United States, Latinos tend to score lower on achievement 
tests, attain fewer years of education, and earn less, on average, when compared with 
their Caucasian counterparts (Eamon, 2005; Marotta & Garcia, 2003).  Latino students 
also account for the largest number of English learners in California with over 1,000,000 
students whose primary language is Spanish.  This change in demographics across the 
state has challenged school leaders who are tasked with meeting not only the academic 
needs of all students, but also the cultural and language needs of the students and the 
school community. 
As the Latino population continues its rapid growth in California, the ethnic 
make-up of teachers and principals in the state remains primarily Caucasian at just over 
83%.  Research has shown the critical role principals play in student achievement through 
development of a school vision and a school culture inclusive of all community members 
and meeting the varying needs of parents, students, and staff (Doyle & Locke, 2014; 
Hine, 2013).  After teacher quality, school leadership ranks second highest among 
influences related to student learning (Leithwood et al., 2010).  The positive effects of 
outstanding school principals is most profound in schools with more challenging 
circumstances and higher needs (Leithwood et al., 2004).  While principals from any race 
or background can lead schools effectively, research has shown that same-race principals 
can provide much needed social capital and be effective role models for students (Muniz, 
2013; Stanton-Salazar & Spina, 2003). 
The current representation of minority principals in school leadership does not 
reflect the make-up of the student population and may support the continuing gaps in 
achievement between Caucasian and Latino students.  There is a gap in research focused 
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on the perceptions of Latino principals and the primary factors that supported their 
ascent to the principalship.  As California becomes increasingly Latino, understanding 
the perceptions and experiences of Latino principals may yield valuable insight into how 
this group experiences the path to school principal.  
Within the remaining chapters, this study describes the perceptions and 
experiences of how Latino principals advance to the principalship.  Chapter 1 provided an 
introduction to the study and described the problem to be researched, the purpose and 
significance of the problem, the research questions that guided the study, and an 
introduction to the conceptual framework upon which the study is based.  Chapter 2 takes 
an in-depth look at the literature in the three key research streams: social identity, social 
capital, and leadership and recruitment.  Chapter 3 details the study’s methodology, 
design, site, and study participants. 
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Chapter 2: Literature Review 
Introduction to Chapter 2 
The purpose of this phenomenological research study was to describe the lived 
experiences of Latino principals and their perceptions of the primary factors that 
supported them in becoming P-12 principals.  Three themes emerged from the literature 
to provide the conceptual framework informing this study: (a) The concept of social 
identity in relation to the educational achievement of Latinos in the United States; (b) 
social capital theory and its relationship to the development of social capital for Latino 
students, teachers, and principals; and (c) paths to the principalship and the recruitment of 
Latino leaders.  Figure 2 graphically illustrates how the three streams emerged to inform 
this study. 
 
 
 
Figure 2. Conceptual framework model. 
Hispanic'School'Principals 
Social Identity '
Okagaki, 2001 
 Dee, 2004   
Romero , 2010   
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Leithwood, et al., 2004               
Irazarry & Donaldson,2012 
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Literature Review 
Social Identity 
A deeper understanding of social identity is relevant to the discussion of the 
Latinos’ path to the school principalship, as a person’s identity is related to belonging, to 
achievement, and to those connections to school, college, and beyond that support career 
development.  A lack of Latino leaders in the nation’s schools may thwart Latino 
students’ identification with school and the positive role models that support college 
attainment and the ultimate path to the P-12 principalship. 
In Social Identity Theory, the self is seen as reflexive in the sense that it can name 
or categorize itself in various ways in relationship to other social categories or 
classifications (Stets & Burke, 2000).  Social Identity Theory identifies membership in a 
category or group as the primary aspect of one’s identity.  One’s identity and value of 
themselves, in turn, is related to belonging (Bernal et al., 1991; Tajfel & Turner, 1986).  
The groups with which a person identifies may be based on genetic factors such as 
gender and ethnicity; on choice through sports teams, religious affiliation, or participation 
in particular political groups; or on achievement-related variables such as financial status, 
job title, or grade point average (Romero, 2010).   
Latino student achievement and college attainment are disproportionately lower 
than that of Caucasian peers.  Romero (2010) sought to discover why Latinos are 
disproportionately advantaged on college attainment, outlined the educational and 
earnings disparities between Latinos and Caucasians, and tested whether differences in 
college students’ ethnic and academic identities could be used to explain differences in 
academic performance.   
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Romero’s study used Okagaki’s (2001) Triarchic Model of School 
Achievement to determine academic and ethnic identity issues between Latino and 
Caucasian students.  According to Okagaki, family plays a critical role in a child’s 
education by providing a support structure that values education.  Additionally, Okagaki 
contends the child plays a significant role in terms of the resilience of their academic 
identity and the overlap between the child’s academic and ethnic identities.  The more 
defined and connected the two identities are, the more resilient the child will be in an 
academic setting.  Romero (2010) hypothesized that Latino students would have a greater 
connection to ethnic identity and a lesser connection to their academic identity in contrast 
to Caucasian students.  Participants consisted of 87 students during their first semester in 
college.  Findings indicated that while Latino study participants had a higher degree of, 
and commitment to, their ethnic identity when compared to Caucasian peers, Latino study 
participants were more strongly connected to their academic identity.  Both Caucasian 
and Latino study participants connected more strongly with their academic identity.   
These findings are likely related to the study’s participants, students in their first 
semester of college.  Romero supposed that for Latinos to be successful in school, they 
would have to identify with the key elements and characteristic of both their academic 
and ethnic identities.  He argued that Latinos likely have a strong ethnic identity and to be 
successful academically, it is important for Latino academic identity to be both strong 
and resilient (Romero, 2010).  Romero had sought to discover why Latino college 
attainment rates fall below those of Caucasians.  His findings revealed no significant 
differences in academic identity between Latino study participants and their Caucasian 
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peers.  Future research focused on non-college-going Latinos may reveal different 
levels of ethnic and academic identity than Romero found.   
Having homogenous social networks supports the development of identity 
(McFarland & Pals, 2005).  When a higher percentage of an individual’s friends belong 
to the same social network, the effect of social control on that student’s identity is 
stronger (Romero, 2010).  It may be reasonable to assume that, based on achievement 
data, high school graduation rates, and college attendance, Latino students do not have 
sufficient homogeny in their academic social networks.  Latinos do not typically have 
academic role models in their ethnic networks nor do they have ethnic role models in 
their academic social networks (Romero, 2010).  Do school leaders and teachers who 
share ethnicity and similar cultural backgrounds with their students increase students’ 
academic social networks and positive academic social identity?  Several studies have 
reviewed minority representation in school leadership positions and classrooms in 
relationship to minority student achievement.   
Goldsmith (2004) examined how schools’ racial and ethnic mix of students and 
teachers influenced black, white, and Latino students’ career expectations and 
educational goals and attitudes.  Using a multilevel-modal analysis of data from the 
National Education Longitudinal Study conducted in 1988, Goldsmith sampled 24,599 
eighth graders in 1,052 public and private schools, gathering survey data from students, 
parents, teachers, and school principals.  Goldsmith categorized three types of schools in 
the study: (a) separate-white schools, where more than half the students were white; (b) 
mixed schools, where white teachers were predominate but not white students, and (c) 
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separate-minority schools in which minority students and minority teachers were 
predominate.   
Findings from Goldsmith’s (2004) research revealed that eighth grade black and 
Latino students are more likely than are similar white students to have high career 
expectations, educational aspirations, and concrete attitudes in mixed-schools and even 
higher positive beliefs in separate-minority schools where minority teachers and minority 
students are the dominant ethnicity (Goldsmith, 2004).  While Goldsmith’s findings are 
interesting in terms of academic identity, there are several limitations and weaknesses to 
the study.  The researcher acknowledges the three-way categorization of schools used in 
the study is not ideal for estimating the separate effects of minority students and minority 
teachers as the types of schools are not pure.  Additionally, it is difficult to generalize the 
findings, as teacher attributes such as experience, quality, and style are not controlled for 
in the study.  
Past studies linking Latino representation in schools to Latino student 
achievement have not identified the direct and indirect effects of Latino representation on 
student performance (Ross, Rouse, & Bratton, 2010).  Ross et al. sought to link Latino 
educational performance to Latino representation on school boards and through school 
administrators and teachers.  The research used a path analytic model to study data from 
1,040 public school districts in Texas between 1997 and 2001.  Data were gathered from 
the Texas Minority Education Study, using standardized test scores to estimate the effects 
of Latino representation on Latino student achievement (Ross et al., 2010).   
Analysis of the standardized test score data revealed several findings (Ross et al., 
2010): (a) The number of Latino students in a school district positively and significantly 
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affects the number of Latino representatives on school boards, the number of Latino 
school administrators, and the number of Latino teachers; (b) the proportion of school 
board members who are Latino significantly influences the proportion of Latino teachers 
and Latino student passage rates on standardized tests; (c) the most powerful influence of 
school boards is over the proportion of Latino administrators; and (d) teacher experience 
has a substantially greater influence on Latino student achievement than the presence of 
Latino teachers (Ross et al., 2010).   
Two earlier studies showed mixed findings in their attempt to differentiate 
between the direct and indirect effects of Latino representation on Latino educational 
performance (Fraga, Meier, & England, 1986; Polinard, Wrinkle, & Meier, 1995).  Both 
studies found Latino school board representation directly influences the proportion of 
Latino school administrators and the proportion of Latino teachers.  Polinard et al.’s 
(1995) study also revealed weak evidence of the proportion of Latino teachers to 
improved outcomes for students, and, interestingly, showed an increase in Latino 
suspension rates related to the higher numbers of Latino teachers.  Similarly, Fraga et al. 
(1986) found while Latino representation on school boards was not associated with 
student achievement, Latino teachers were correlated with lower dropout and higher 
graduation rates for Latino students.  
As indicated thus far, prior empirical studies have found little or no association 
between exposure to an own-race teacher and student achievement.  Dee (2004) 
suggested that recommendations for the aggressive recruitment of minority teachers are 
based on a hypothesized perception of the effects of minority teachers as positive role 
models.  Dee’s quantitative study used test score data from Tennessee’s Project STAR 
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class size experiment, randomly matching students and teachers within participating 
schools.  Specifications within the study confirm that racial pairings of students and 
teacher participants were unrelated to other student traits.  Due to the limited numbers of 
Hispanic, Asian, and American Indian Project STAR participants, study data were edited 
to include only those data from black and white non-Hispanic students with black and 
white non-Hispanic teachers.   
Initial results from the study are in contrast to studies mentioned earlier in this 
literature review.  Data indicate assignment to an own-race teacher was associated with 
large and statistically significant achievement gains for both black and white students.  
While Dee’s (2004) data associating teacher and student race with student achievement 
are robust, the results may not be solely attributed to the racial and ethnic dynamics.  As 
mentioned by Dee, results could simply reflect unobserved factors affecting teacher 
quality.  Similar to the findings of Ross et al. (2010) who found teacher experience to 
have a substantial affect on Latino student achievement when compared to teacher race, 
Dee found a positive association to the achievement of white students and teacher years 
of experience. 
A recent dissertation sought to identify Latino principal perceptions of their 
positive impact on Latino students (Muniz, 2013).  The mixed-methods study consisted 
of 46 Latino principals in California leading schools with high Latino enrollment.  Study 
participants rated the degree to which they perceived their positive impact on Latino 
students in their schools.  These principals then provided qualitative evidence to support 
what they identified as the top 10 impacts affecting Latino students.  Membership in the 
California Association of Latino School Administrators (CALSA) was a criterion for 
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study participation in addition to being of Latino descent, a P-12 school principal 
within school districts in the State of California, and willingness to participate in the 
study (Muniz, 2013).   
The study was conducted in two rounds.  In Round 1, panel members were asked 
only the following question: “Over and above the typical impacts a principal has on all 
students in a school, what do Latino principals perceive to be their positive impacts as 
principal on Latino students” (Muniz, 2013, p. 46)?  After all responses were received, 
results were analyzed and grouped into themes and then into the top 10 categories.  A 
second round followed in which participants then rated the 10 categories developed in 
Round 1 in order of perceived impact.  
Latino principals in Muniz’s (2013) study rated the perception of their function as 
a role model for Latino students as having the strongest impact.  Additional areas rated as 
being strongly present in participants’ daily interactions with Latino students included 
being accessible and approachable, establishing relationships and connections, having 
cultural awareness, sharing a similar language, goal setting, and providing resources for 
success.  While there is scant empirical evidence of Latino principal effect on Latino 
student achievement, Muniz’s mixed-methods study contributes to the literature on the 
subject and provides input and data from the Latino principal’s perspective regarding 
their positive influence on Latino students’ academic identity.  Stanton-Salazar (1997) 
suggested the development of supportive relationships with institutional agents such as 
church leaders, school leaders, and teachers outside their immediate family is a challenge 
for many minority youth and may result in lost opportunities to develop or access 
important resources needed for school and career success (Stanton-Salazar, 1997).  
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Latino principal’s perceptions of their positive influence on Latino students as 
described in Muniz’s (2013) study suggest a clear support to Latino students that is 
outside their immediate family. 
This stream of research reviewed social identity in respect to Latino 
representation in school leadership and the classroom.  While little empirical evidence 
exists linking Latino principals and teachers to student achievement, connections were 
made to positive Latino student outcomes.  Goldsmith (2004) found that Latino and black 
students held more optimistic, more pro-school beliefs in schools with high numbers of 
minority students, especially when the school employed many minority teachers.  
Research shows that black and Latino administrators are effective role models for 
minority students (Magdaleno, 2006; Stanton-Salazar & Spina, 2003; Tillman, 2004). 
This role modeling is significant to those learners' identity development and future 
aspirations (Sanchez, Thornton, & Usinger, 2008). 
Social Capital 
Latino enrollment in California schools is substantial, with students of Latino 
descent accounting for 53% of the state’s total enrollment.  Particularly concerning are 
academic and socioeconomic gaps that currently exist with the growing Latino 
population.  In California, and across the nation, Latino students score lower on 
standardized tests, attain fewer years of education, and continue to have the highest 
dropout rates for all ethnic groups at close to 27% (Ortiz et al., 2012).  Connecting Latino 
students and families to academic and socioeconomic resources that may enable 
increased achievement and connection to schools is vital in supporting the exponentially 
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expanding Latino population.  A discussion of social capital in relation to minority 
students, with a focus on Latinos, follows.   
Social scientists have developed the term “social capital” to refer to the benefits 
of having social resources embedded in social networks and the belief that resources 
existing within these social groups can become available to members of a network or 
group (Coleman et al., 1982).  Coleman (1988) posed: 
Just as physical capital is created by changes in materials to form tools that 
facilitate production, human capital is created by changes in persons that bring 
about skills and capabilities that make them able to act in new ways. (p. 100) 
 
While physical capital is tangible, human capital is less tangible, social capital is even 
less tangible and exists in the relationships among people (Coleman, 1988).   
Social capital is a resource based upon lasting relationships that can lead to 
information flows for people who exist within a social network and may result in 
opportunities for individuals and groups that might not be available without it (Coleman 
et al., 1982).  Coleman (1988) highlighted “intergenerational closure” as a key 
component of social capital and defined it as a closed social network in which parents 
interact with the parents of their children’s friends.  Social capital is a collective 
phenomenon, residing in the relationships among individuals rather than in the 
individuals themselves (Coleman, 1988).  Coleman discussed using student mobility as a 
measure of intergenerational closure.  The number of times a family has moved and 
changed schools affects the parent’s and child’s intergenerational closure and social 
capital due to the disruption in relationships and is not available to the same degree for 
parents in mobile families (Coleman, 1988).  While social capital exists within and 
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among groups, individuals can mobilize social capital to advance personal interests.  
According to Coleman (1988): 
Social capital comes in three forms: (1) Unspoken obligations and expectations 
between the members of the community; (2) Information channels between the 
members of the community, which in this context may serve as a source for 
parents to obtain information about education and how to pay for it or access it; 
(3) Norms and sanctions between the members of the community enable them to 
monitor each other’s behavior, reward desired behavior and punish poor behavior, 
thus shaping the nature of the community. (pp. 101-102) 
 
Lin (2001) defined social capital as “an investment and use of embedded 
resources in social relations for expected returns” (p. 786).  In regard to social capital, he 
surmised that having social capital increases the likelihood of obtaining better jobs, 
earlier promotions, higher earnings, and bonuses.  His work was based on two principles, 
the first being that social capital inequalities happen when groups tend to cluster within 
disadvantaged socioeconomic positions, and the second being that individuals tend to 
associate with those who are like them socioeconomically and tend to network with 
people from the same group as themselves (Lin, 2001). 
Social capital theory is relevant to the study of the recruitment of Latino leaders, 
as individuals differ in the amount of social capital they have and their ability to obtain 
social resources.  These differences have consequences for people’s lives because social 
contacts are crucial for matching individuals to jobs (Royce, 2009).  Some individuals’ 
professional lives exist in resource rich networks that consist of well-placed contacts 
while others exist in resource poor networks, with few social connections to individuals 
who can aide their career or inform them of career possibilities (Lin, 2001).  Individuals 
from poor or working class neighborhoods can benefit from relationships with people 
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who are able to serve as bridges to academic and personal success and can serve as this 
informal network that matches people to jobs (Stanton-Salazar, 2001).   
Stanton-Salazar (1997), in a seminal work, described a network-analytic 
framework by which to understand the socialization and schooling experiences of 
working-class minority youths.  His study focused on relationships between youths and 
institutional agents in schools, teachers, school counselors, and principals.  Stanton-
Salazar highlighted those forces that make accessing social capital within schools 
challenging for some working-class minority youth and families, providing a conceptual 
framework built on the concepts of social capital and institutional support.   
The framework concentrates on gaps within the wider society that challenge 
minority children’s access to opportunities and resources taken for granted by middle-
class families, communities, and school networks (Stanton-Salazar, 1997).  Focusing on 
these socially significant networks, Stanton-Salazar’s primary thesis contends that 
healthy development, well-being, school success, and economic and social integration in 
society for all youths depends on their ability to develop strong relationships with 
institutional agents.  Additionally, he posited that for low-status children and youth, the 
development of strong, supportive relationships with institutional agents outside their 
immediate kinship unit is problematic (Stanton-Salazar, 1997). 
Institutional agents are additionally defined as “those individuals who have the 
capacity and commitment to transmit directly, or negotiate the transmission of, 
institutional resources and opportunities” (Stanton-Salazar, 1997, p. 6).  In terms of 
schools and school agents, these resources transmitted might be information about school 
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programs, academic tutoring and mentoring, as well as career and college admission 
information (Stanton-Salazar, 1997).   
While wealth and financial resources are considered physical capital, they are 
relevant to this discussion, as they are related to social capital.  As Lin (2001) discussed, 
social capital inequalities happen when families cluster in poorer neighborhoods and 
network with people from the same groups as themselves.  Kaushal and Nepomnyaschy 
(2009) investigated the degree to which differences in wealth translate to differences in 
educational outcomes for children with a focus on how these inequalities are translated 
across generations.  Their study focused on participation in gifted programs, 
extracurricular activities, and grade retention.  Results indicate that certain disadvantages 
minority children face in school are strongly connected to wealth and income gaps 
(Kaushal & Nepomnyaschy, 2009). 
Economic differences account for some of the disadvantages encountered by 
Latino youth, but research also reveals that social isolation can serve as a barrier to 
student success (Gamoran et al., 2012).  While Latino families often have strong familial 
or kinship networks, their connections to school and other societal institutions are not a 
part of their social networks.  This results in Latino families having less access to the 
social capital that supports trust and the strong relationships needed to create the 
exchange of important information and support social norms that contribute to children’s 
academic and social development (Gamoran et al., 2012).  The study revealed while 
many Latino parents express alienation from school authorities, such as teachers and 
administrators, they also simultaneously assign expertise and responsibility to them for 
educating their children.  One source adding to the alienation from school authorities 
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expressed by Latino parents may result from the fact that Latino parents tend to 
identify fewer staff with whom they would be comfortable communicating when there 
was an issue or they needed a question answered (Gamoran et al., 2012).   
A study by Klugman, Lee, and Nelson (2012) reviewed school co-ethnicity and 
Latino parent involvement.  Using a nationally representative dataset of Latino children 
from the Early Childhood Longitudinal Study, Kindergarten Cohort to determine if the 
relative size of the Latino population in the school affects the levels of parental 
involvement in their education as well as parent perceptions of barriers to their 
involvement (Klugman et al., 2012).  The researchers argued that immigrant parents’ 
involvement in their children’s schooling could be viewed as one measure of 
assimilation.  Using two theoretical approaches, the ethnic capital perspective and the 
social capital perspective, the study sought to determine the effect of co-ethnicity and 
Latino parental involvement.  The ethnic capital perspective suggests that a concentration 
of group members with shared ethnicity and low in human and financial capital will 
block assimilation while a social capital perspective argues that the social capital related 
to co-ethnicity can support immigrants’ ability to assimilate and adapt to institutions in 
the host society (Klugman et al., 2012).  In accordance with the research hypothesis 
derived from the social capital perspective, the study found as a school’s Latino 
concentration increases, the involvement of immigrant Latino parents increases and 
moves closer to the national average, and in the case of parental ties, exceeds it (Klugman 
et al., 2012).   
In their ethnographic study, Stanton-Salazar and Spina (2003) examined 
participants’ critical understanding of the significant figures in their lives and the 
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empowering influence of those relationships in the lives of the low-income, immigrant 
Mexican-origin youth (Stanton-Salazar & Spina, 2003).  Researchers partnered with 
study participants to co-construct the complex meaning systems that organized their 
network-building and help-seeking behavior.  The underlying goal of the project was to 
provide a new perspective on the ways in which class, race, ethnicity, and gender forces 
interacted in the lives of these teens, specifically in relationship to the make-up and social 
dynamics of the Mexican-origin teenager’s social networks (Stanton-Salazar & Spina, 
2003).   
The study focused specifically on the non-familial agents and role models in the 
Mexican-origin study participants’ lives.  Participants told narratives of their academic 
and social struggles as immigrants to California and the U.S. school systems and 
described the non-familial agents, such as priests, friends, and friends’ parents.  While the 
youth described in this study found role models and social support by chance, for most, 
the institutional resources and mechanisms do not exist to generate these positive 
connections for large numbers of youth (Stanton-Salazar & Spina, 2003).  The authors 
concluded with a call for the development of strategies to recruit and generously support 
those adults who have potential to serve as mentors or institutional agents.  Stanton-
Salazar and Spina suggested these adults are needed to provide bridges for youth to 
support them in navigating the institutional and social systems required for P-12 school 
achievement, college attainment, and career development.   
Less access to desirable social capital may result in a scarcity of knowledge about 
available college options for Latino students (O’Connor, Hammack, & Scott, 2010).  
Using a statistical technique, the Oaxaca decomposition, O’Connor et al. studied the 
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impact of social capital as manifested through information about college and ultimate 
college enrollment in 2- and 4-year college programs.  The study determined to 
understand why Latino students who are eligible for college are disproportionately 
represented in community colleges.  Parents’ knowledge of financial aid increases the 
likelihood their children will attend a 4-year school.  The more parents know about 
financial aid, the more likely the child is to attend a 4-year school.  The connection to 
knowledge and financial aid is true for all ethnicities.  For Latinos, however, the effect of 
financial knowledge and 4-year college attendance is more than double that of whites 
(O’Connor et al., 2010).  
Data from the study revealed certain variables of college financial participation 
are linked to a gap in knowledge about college information for Latino families, resulting 
in more Latino students attending community colleges instead of 4-year universities and 
colleges (O’Connor et al., 2010).  The study found Latino students and white students 
with similar academic history and backgrounds are not equally likely to attend a 4-year 
institution.  Two main variables affecting the Latino students were residence in a rural 
school district and parents who did not save money for college.  Whites from rural 
districts and whose parents did not save money for college are more likely to attend a 4-
year college than their Latino peers (O’Connor et al., 2010).  The authors surmised that 
for Latinos, less access to desirable social capital may result in inadequate information 
about higher education finances and may result in 4-year college qualified Latino 
students attending community colleges instead.  
Social capital refers to the relationships among people and the resources 
embedded in those relationships or social networks (Coleman, 1988; Coleman et al., 
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1982).  Elevated social capital may increase the likelihood of school success, college 
attainment, and career development for Latino youth (Lin, 2001).  The development of 
supportive relationships with institutional agents such as church leaders, school leaders, 
and teachers outside their immediate family is a challenge for many minority youth and 
may result in lost opportunities to develop or access important resources needed for 
school and career success (Stanton-Salazar, 1997).  In addition, isolation within 
economically disadvantaged communities may also serve as a barrier to student success 
and parental involvement (Gamoran et al., 2012; Lin, 2001).  Teachers and school 
principals may serve as important institutional agents, role models, and mentors who 
support bridging the social capital divide for Latino students and their path to the role of 
classroom teacher and eventually, school principal. 
Principal Recruitment and Leadership Development 
Latinos have accounted for half the overall population growth in the U.S. since 
the year 2000 and demographers expect that by 2020, Latinos will represent about 20% 
of the entire U.S. populations (Fry, 2008).  Latinos are currently the majority population 
in schools in 22 states and this number is expected to grow for the next few decades (Fry, 
2008).  While non-Latino teachers and principals effectively teach and lead Latino 
student populations, understanding how to attract, retain, and prepare Latino teachers and 
leaders may support increased positive educational outcomes for students.  Stanton-
Salazar and Spina (2003) described the critical role institutional agents, such as teachers 
and school principals, play in bridging the educational divide for Latino and other 
minority students.  Understanding the role of the principal on student achievement, the 
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path to the principalship and strategies for recruiting minority principals will add to the 
research on supporting the rapidly expanding Latino P-12 population. 
In California and across the U.S., the responsibilities and role of the P-12 
principal have changed dramatically over the last two decades.  A school principal’s job 
has become more challenging than in the past with principals in the 21st century involved 
in many aspects of community involvement (Hine, 2013).  According to Hine, these 
aspects of involvement include developing a school vision building a school culture and 
instructional program to support learning for all students; managing a vast array of 
varying needs of parents, students, and staff; and producing strong academic results as 
mandated by states and school districts.  In California, the adoption of the Local Control 
Accountability Plan by the California Department of Education has mandated parent 
involvement in the development of budgets and school plans, requiring leaders to 
demonstrate how they have included all stakeholders in the process (CDE, 2015).   
The role of leadership on student learning.  In their study examining the 
influences of leadership on student learning, Leithwood et al. (2004) reviewed existing 
research focused on the role of leadership in improving learning.  Their findings suggest 
successful leaders play a significant and often underestimated role in improving learning 
for students.  Principals are so critical to academic success that a six-year study of school 
leadership could not find a single example of a school improving its student achievement 
record in the absence of a high-quality leader (Doyle & Locke, 2014).  Doyle and Locke 
(2014) described the effective principal as follows: 
Excellent principals shape a vision of academic success for students, set a positive 
tone and culture in a building, and cultivate leadership in others.  They also 
analyze and attack problems, manage all of the systems that positions a school 
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and its students to achieve at high levels, and are unafraid to break the rules if 
need be.  More importantly, they create a cadre of high-quality teachers to drive 
student learning. (p. 9) 
 
Interestingly, researchers found that while successful leaders impact student 
achievement across the wide spectrum of schools, the positive effects of school 
leadership are most profound in schools experiencing more challenging circumstances, 
such as poor performance, large populations of English Learners, or high percentages of 
low-income students (Leithwood et al., 2004).  In addition, Leithwood et al. (2004) found 
most leaders contribute to student learning indirectly, through their influence on other 
people or features of the organization.  At the school level, evidence strongly suggests the 
school mission and goals, culture, teachers’ participation in decision-making and 
relationship with parents, and the larger community are powerful determinants of student 
learning (Leithwood et al., 2004).   
As described in this stream, school leadership plays an important role in student 
learning, especially in schools with the most challenging circumstances.  Stanton-Salazar 
and Spina (2003) described the importance of same-ethnicity institutional agents such as 
counselors, teachers, and principals in supporting the development of social capital for 
minority students.  The Latino population is rapidly changing the face of U.S. schools.  
Understanding the path to the principalship is necessary if educational systems are to 
increase the numbers of Latino and other minority school leaders in our nation’s schools. 
Teaching as path to principalship.  Teaching is the primary path to becoming a 
school principal in the majority of U.S. states (Hine, 2013).  Understanding how minority 
teachers navigate the educational system and become teachers is essential to building a 
foundation for understanding Latino principal recruitment.  Ingersoll (2003) studied 
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teacher retention noting more than half of all new teachers leave the profession within 
five years.  Most of the research on teacher recruitment and retention has focused on the 
experiences of white teachers (Irizarry & Donaldson, 2012).  In addition to the 
aforementioned changes in principal roles, shifting demographics and low academic 
performance for Latino students have also placed increased accountability on school 
principals.  Latinos have accounted for half the overall population growth in the country 
since the turn of the 21st century (Irizzary & Donaldson, 2012).   
In their 2012 study, Irizarry and Donaldson examined factors influencing 
recruitment and retention of Latino teachers.  Researchers applied Latino Critical Race 
Theory and cross-case analysis to data collected from three groups of Latinos at specific 
points in the teacher pipeline: in high school, as undergraduate preservice teachers, and as 
inservice teachers.  The study focused on competing factors affecting the recruitment and 
retention of Latino teachers to the teaching profession and those factors that push and pull 
Latino teachers out of the teacher pipeline.  A third area of focus compared the dominant 
narrative of white, middle class teachers’ trajectory to the classroom to that of Latino 
teachers (Irazarry & Donaldson, 2012).  Within their larger study, Irazarry and 
Donaldson conducted three related but separate studies.  Two of the studies were 
qualitative with the first exploring the experiences of high school students considering 
teaching and the second, the experiences of preservice teachers completing their 
preparation requirements.  The third study was a quantitative examination of Latino 
Teach for America (TFA) teacher retention and sought to develop a broader 
understanding of the forces that push and pull Latino teachers out of the classroom once 
they enter (Irazarry & Donaldson, 2012).   
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Perspectives of Latino participants differed from the dominant narrative 
regarding teacher recruitment, retention, and turnover in several notable ways (Irazarry & 
Donaldson, 2012).  Latino study participants cited a desire to counteract the negative P-
12 experiences they had as their primary reason for entering the teaching profession 
along with caring relationships with teachers (Irazarry & Donaldson, 2012).  A desire to 
give back to the community and to teach in low-income schools with large populations of 
students of color were other factors that led study participants into teaching.  Data also 
suggest study participants in the third group who were Latino TFA teachers were more 
experienced than their white counterparts with the students and types of communities that 
characterized their TFA placement (Irazarry & Donaldson, 2012).  Irazarry and 
Donaldson suggested this familiarity with the students and communities enabled study 
participants to develop competencies and capacities for success more quickly than their 
white counterparts.  In addition, Latinos were more likely to remain in their initial low-
income placement than their white counterparts. 
Ingersoll and May’s (2011) study confirms minority teachers are overwhelmingly 
employed in our nation’s most needy schools.  Minority teachers are two to three times 
more likely than white teachers to work in high-poverty, high-minority, and urban 
communities (Ingersoll & May, 2011).  Their review of two decades worth of data from a 
large U.S. Department of Education national survey of teachers shows that growth of 
minority teachers outpaced growth in minority students and was over twice the growth 
rate of white teachers.  While there is still not parity between the numbers of minority 
students and minority teachers in schools, the teaching force has grown more diverse 
(Ingersoll & May, 2011).  The positive growth of minority teachers described by 
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Ingersoll and May (2011) is an important precursor to increasing minority principal 
numbers.  Developing strategies to recruit leaders able to navigate and succeed in the 
rapidly changing 21st century global environment is the focus of several innovative 
programs and studies with potential to support recruitment of minority principals. 
Principal recruitment and development.  A 2014 report by the Thomas B. 
Fordham Institute assessed how well school districts are identifying, recruiting, selecting, 
and placing school principals (Doyle & Locke, 2014).  The study examined five 
anonymous urban school districts in different parts of the country that attempted to 
improve their principal recruitment and hiring process in recent years.  The study focused 
on the extent to which district practices allow them to find and hire great leaders and to 
what degree the job of principal attracts outstanding candidates (Doyle & Locke, 2014).  
Researchers examined recruitment and hiring data, surveyed principal candidates and 
new hires, and reviewed hiring documents.   
Findings from the Fordham study reveal the principalship is a high-pressure job in 
which the authority of the principal is not equal to the responsibilities.  It also found on 
average, the principal job does not pay very well (Doyle & Locke, 2014).  Recruitment of 
principals from outside the district’s boundaries is limited and inconsistent with most 
principals coming from within district.  While districts have many strong practices built 
into their hiring processes, most do not collect evidence of a candidate’s effectiveness in 
improving student learning (Doyle & Locke, 2014).  The study reveals that hiring 
practices, even in innovative districts, are inadequate, causing schools in need to lose out 
on leaders who have the potential to improve student learning.  Developing stronger 
hiring practices is only a part of the solution; districts must also reinvent the role of the 
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principal so it is a job that talented leaders seek and are equipped to succeed in (Doyle 
& Locke, 2014). 
Many districts are developing innovative programs in partnership with institutions 
and governing agencies to develop their own principal development programs.  One such 
effort is the Principal Pipeline Initiative.  In 2011, six large school districts began 
participating as grantees in the Wallace Foundation’s Principal Pipeline initiative.  The 
initiative supports the school districts and their partner institutions in their work to bolster 
four key components of new principal development: (a) leadership standards, (b) high-
quality training, (c) selective hiring, and (d) on-the-job evaluation and support (Turnbill, 
Riley, Arcaira, Anderson, & MacFarlane, 2013).  The focus of the Principal Pipeline 
Initiative on the third component of selective hiring has strong potential in developing 
and recruiting greater numbers of Latino principals.   
The New York City Department of Education suffered from a persistent scarcity 
of qualified principals.  As part of its Children’s First reform, the department created the 
New York City Leadership Academy and its Aspiring Principals Program (APP) with the 
goal to train and develop its own principal leaders (Corcoran, Schwartz, & Weinstein, 
2009).  The APP model differs from traditional programs in its selectivity, curriculum, 
accelerated pace, close integration with the policies, and practices of the school district 
and its practical, problem-based learning format (Corcoran et al., 2009).  Data reveal 
APP-trained principals are younger, more racially diverse, and ascended to school 
principalships through non-traditional paths, bypassing university training and service as 
an assistant principal (Corcoran et al., 2012).  APP principals performed about as well as 
those who ascended through traditional routes despite the fact that many went to 
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underperforming schools and remained there for five years or more (Corcoran et al., 
2009).   
Long-standing barriers to increasing the numbers of Latino and other minority 
principals continue to exist.  The barriers to increasing the number of minorities into 
school leadership programs parallel the struggle to pursue education many minority 
groups face (Sanchez et al., 2009).  These barriers include lower high school graduation 
rates for Latino students, recruitment into other fields once they get to college, and 
cultural barriers.  Sanchez et al. (2008) list some of these cultural barriers as subtly biased 
testing, traditional leadership programs that do not teach prospective principals about 
their ethnic influence as leaders, and lack of multicultural perspectives within a 
leadership program’s curricula.  Leadership development programs such as the Principal 
Pipeline Initiative and the Aspiring Principals Program have great potential to create a 
more diverse principal workforce.    
The role of the principal on student achievement is significant across the spectrum 
of all schools and especially significant in the most needy schools (Leithwood et al., 
2004).  School leaders have a profound effect on student achievement, school vision, 
school culture, and connection to the greater community.  Understanding how minority 
teachers navigate the educational system and become teachers is essential to building a 
foundation for understanding Latino principal recruitment.  
Summary 
This chapter explored three streams of research: (a) social identity, (b) social 
capital, and (c) leadership and recruitment.  Social identity relates to a person’s sense of 
belonging in groups based on similar traits such as ethnicity, gender, and achievement.  
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While empirical evidence does not directly link Latino principals and teachers to 
student achievement, connections were made to positive student outcomes.  Latino and 
black students were shown to hold more optimistic, more pro-school beliefs in schools 
with higher numbers of minority students, especially when the school also had large 
numbers of minority teachers (Goldsmith, 2004).  The research also showed that black 
and Latino administrators are effective role models for minority students (Magdaleno, 
2006; Stanton-Salazar & Spina, 2003).  Having academic role models in the community 
and school are significant pieces of identity development and a student’s future 
aspirations (Sanchez et al., 2008).   
Social capital refers to the relationships among people and the resources 
embedded in those relationships or social networks (Coleman, 1988; Coleman et al., 
1982).  Elevated social capital may increase the likelihood of school success, college 
attainment, and career development for Latino youth (Lin, 2000).  The development of 
supportive relationships with institutional agents such as church leaders, school leaders, 
and teachers outside their immediate family is a challenge for many minority youth and 
may result in lost opportunities to develop or access important resources needed for 
school and career success (Stanton-Salazar, 1997).  In addition, isolation within 
economically disadvantaged communities may also serve as a barrier to student success 
and parental involvement (Gamoran et al., 2012; Lin, 2000).  Teachers and school 
principals may serve as important institutional agents, role models, and mentors who 
support bridging the social capital divide for Latino students and their path to the role of 
classroom teacher and eventually, school principal. 
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Successful school leaders impact student achievement across a wide spectrum 
of schools and those positive effects of strong school leadership are most profound in the 
schools with the greatest need (Doyle & Locke, 2014).  The path to the school 
principalship begins as a classroom teacher in most states in the U.S. (Hine, 2013).  As 
such, understanding why Latino teachers go into the profession is essential to building a 
foundation for Latino principal recruitment.  Latino teachers enter the profession for very 
different reasons than their white counterparts and are more apt to be employed in our 
nation’s most challenging schools in terms of poverty and number of English learners and 
minorities (Irazarry & Donaldson, 2012).  To support an increase in school principals 
prepared to lead schools in the 21st century, many school districts and educational 
systems are developing innovative programs to grow their own leaders.  These programs 
bring an opportunity to recruit and develop more minority school leaders. 
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Chapter 3: Research Methodology 
Introduction 
A gap in the research currently exists regarding literature focusing on the 
perceptions of Latino principals and the primary factors that support their ascent to 
principalship.  The purpose of this qualitative phenomenological study was to describe 
the lived experiences of Latino principals and their perceptions of the primary factors that 
supported them in becoming P-12 principals.  To understand the essence of this 
phenomenon, this research study was directed by the following questions:  
1. How do Latino principals describe their lived experiences in attaining the role of 
the school principalship?  
2. How do Latino principals describe factors that contributed to their successful 
attainment of the principalship? 
3. How do Latino principals describe the challenges they faced in pursuing the P-12 
principalship? 
The remainder of this chapter outlines the design and methodology of this 
qualitative phenomenological study.  This outline begins with a discussion of the research 
design and rationale, including why this particular design was chosen and how it best 
compliments the research.  Next, the site and population are outlined including 
considerations regarding access to the site.  The research methods section discusses the 
data collection strategy, phases of data collection, instruments of data collection, and 
forms of analysis.  The chapter concludes with a discussion of the ethical considerations 
associated with this study.   
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Research Design and Rationale 
To address the study’s research questions, a phenomenological research design 
was utilized to gain insight into the lived experiences of Latino leaders and to determine 
their perceptions of the primary factors that supported them in becoming P-12 principals.  
The various perceptions and experiences of these Latino principals was explored and 
analyzed to develop common themes that may inform school districts and principal 
development programs and support increased recruitment of Latino principals.  
Qualitative research methods were followed to gain an understanding of the phenomenon 
from the participant’s perspective.  Creswell (2014) defined qualitative research as the 
study of a human or social problem using an “emerging qualitative approach to inquiry, 
the collection of data in a natural setting sensitive to the people or places under study, and 
data analysis that is both inductive and deductive and establishes patterns or themes”(p. 
44).  The problem of understanding the phenomenon of the Latino principal’s path to the 
P-12 principalship is primarily a human and social one.  Thus, qualitative methods of 
research are ideally situated to identify the patterns and themes that define this particular 
phenomenon. 
The tradition of inquiry the researcher selected for this study is qualitative in 
nature and phenomenology, specifically.  The goal of the phenomenologist is to 
understand the meaning or essence of the phenomenon being studied, in this case, Latino 
principals’ perceptions of their experiences leading to the P-12 principalship (Creswell, 
2014; Moustakis, 1994).  The work of the phenomenologist is to obtain descriptions of 
experience through first-person accounts while regarding the data gathered from the 
experience as crucial to understanding the essence of the phenomenon (Moustakis, 1994).  
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To capture the essence of the Latino principals’path to the principalship, rich 
descriptions of participants’perceptions and experience as acquired by a 
phenomenological approach supported the researcher in discerning and describing the 
data in a manner that describes the true essence of participants’experiences.  
Site and Population 
Population Description 
The target population for this qualitative phenomenological study was Latino 
principals who work in public school districts in Sacramento County in Northern 
California.  A purposeful sampling procedure was used to select this study’s sample.  The 
researcher sought to locate study participants at a variety of schools and school districts.  
The 10 participants for this study were selected using snowball sampling, a form of 
purposeful sampling, to identify Latino principals who met the criteria of the sample 
population to be studied.  Snowball sampling is a form of purposeful sampling in which 
the researcher asks study participants to recommend other individuals meeting study 
criteria to be sampled (Creswell, 2012).  The researcher first identified Latino principals 
within his school district for participation in the study.  He also sought recommendations 
for study participants from administrative colleagues and peers employed in public 
education within Sacramento County.  Finally, the researcher solicited recommendations 
from study participants for additional participants from surrounding school districts in 
Sacramento County who met study criteria.  The criteria for selection of participants were 
as follows: (a) currently practicing principal in a public school district in Sacramento 
County, (b) of Hispanic ethnicity, (c) with the ability to participate in at least one 60-
minute in-person interview.   
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Site Description 
This study included participants from various P-12 public school districts in 
Sacramento County.  Study participants were employed by districts ranging in size from 
approximately 30,000 to 60,000 students, according to the Sacramento County Office of 
Education’s website (Sacramento County Office of Education, 2014).  To protect the 
anonymity of the districts, districts were referred to by pseudonym when required as part 
of this study.  No single site was used for this study, as the use of a single site or school 
district might have limited the researcher’s ability to access a large enough population to 
conduct a reasonable number of semi-structured interviews as part of the qualitative 
research process.  All principals who participated in the study were from within a public 
school district in Sacramento County, Northern California.   
Site Access 
Site access was not a primary concern because the study was conducted offsite 
with Latino principals.  As a principal in a school district, the researcher anticipated 
relatively easy access to initial study participants who met the criteria of the study.  These 
initial participants then recommended additional participants to be sampled using 
snowball sampling.  Study participants were interviewed off site at various locations 
selected by the study participant.  
Research Methods 
For this phenomenological research study of the lived experiences of Latino 
principals on their path to the public P-12 principalship, the researcher chose methods 
intended to gather the strongest data.  The use of multiple methods and triangulation was 
used to gain an in-depth understanding of the phenomenon upon which this research 
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study is based.  By converging several sources of data or perspectives from 
participants, or triangulating the data, the researcher was able to build a stronger 
justification for the themes that emerged from analysis of the data (Creswell, 2014).  
Description of Methods Used 
The methods that directed this qualitative phenomenological research study 
included: (a) semi-structured interviews, (b) observations, (c) artifact review, (d) field 
notes, and (e) a researcher’s journal.  The interviews and observations involved 
participation from all identified participants from the three P-12 public school districts in 
Sacramento County. 
Interviews.  Interviews were the primary data collection method used for this 
study.  The interview was of great value to this study because of its potential to offer 
stories from the individual participants’ unique perspectives and to elicit rich descriptions 
of that experience.  Individual, face-to-face, semi-structured interviews were conducted 
with 10 participants for approximately 60 minutes per interview.  In a semi-structured 
interview, the questions are open-ended, flexible, seek to acquire specific data from the 
interviewee, and are guided from a list of predetermined questions.  During the interview, 
additional questions may arise based on participant responses.  The interview protocol 
was developed based on a protocol designed by Creswell (2014).  The interview protocol 
contained 10 open-ended questions that were used as the basis for each semi-structured 
interview (see Appendix A).  
The interviewer conducted a series of face-to-face interviews with each 
participant to gain a deep understanding of the essence of each participant’s lived 
experience.  In alignment with this approach a semi-structured interview protocol was 
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used.  Interviews began with open-ended questions that allowed for additional probing 
and follow-up questions with the intent to gather rich, detailed data that provided 
meaning and context to the experiences of the Latino principal’s path to the principalship.  
Opening questions allowed the participants to describe their role and key professional 
data and to gain a sense of comfortableness with the process.  Questions were structured 
to capture the essence of the lived experiences of the Latino principals, factors 
contributing to their successful path to the principalship, and challenges participants 
faced in pursuing the principalship.  Each interview varied in length but the average 
interview lasted approximately 60 minutes. 
Observation protocol and field notes.  An observation protocol form was 
developed to allow the researcher to document observations during interviews, and 
observations were conducted at the same time as the interviews.  Observations included 
certain non-verbal cues such as facial expressions, movements, environmental factors, 
and other relevant data noted through observation of the study participant during the 
interview.  The observational notes complimented audio-recordings and also included 
thoughts of the interviewer and other cogent data relevant to what the interviewee shared.  
An observation protocol tool included descriptive notes taken during the interview (see 
Appendix B).  Following each interview, the researcher added reflective notes to the 
observation protocol form to add additional data and context gathered from the interview 
process.  All reflective notes and field notes were maintained by the researcher.  
Artifact review protocol.  During the artifact review, the researcher examined 
documents available to the public such as information on an individual’s school site, 
profiles of the participant posted on the school website, and documents the researcher 
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was able to acquire during the interview process.  The artifacts collected were analyzed 
for emergent themes as part of the data collected for the study.  All notes and artifacts 
gathered during the artifact collection and review process were maintained within the 
codebook for archival and comparative purposes, using the Artifact Review Protocol (see 
Appendix C).   
Field notes.  Along with the other methods described, the researcher took field 
notes during each of the interviews and observations, recording key comments, and body 
language (e.g., gestures, facial features, movements) as a comparison and addition to the 
participant’s verbal responses.  
Researcher’s journal.  A researcher’s journal was kept to support the researcher 
in bracketing his mental models in an attempt to reduce possible bias within the research 
study.  In addition, the journal was used to record reflections following interviews, 
observations, and artifacts reviews and to capture cogent details and reflections during 
the study.  The researcher began journal reflections and recordings prior to data collection 
to set aside prejudgments and invalidate prior knowledge about the phenomenon and 
focus solely on the experience of the participants.  Journal reflections continued through 
completion of the research study.   
Participant selection.  The target population for this qualitative 
phenomenological study was Latino P-12 principals who work in public school districts 
in Sacramento County in Northern California.  Research participants were asked to meet 
the following three criteria for participation in the study: (a) currently practicing principal 
in a public school district in Sacramento County, (b) of Hispanic ethnicity, (c) with the 
ability to participate in at least one 60-minute in-person interview.  The 10 participants 
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for this study were selected using snowball sampling, a form of purposeful sampling, 
to identify Latino principals who met the criteria of the sample population to be studied.  
When a candidate was identified as meeting study criteria, he or she was asked to identify 
additional participants for consideration in the study.  A follow-up email was sent as a 
means for candidates to forward the request to a friend or colleague with the Invitation to 
Participate in a Qualitative Research Study: Paths to the Principalship: Perceptions of 
Latino Principals (see Appendix D).   
Identification and invitation.  To identify participants, the researcher’s 
administrative colleagues and peers within P-12 public education were notified by email 
and phone about the selection criteria and asked to facilitate introductions to possible 
participants meeting those criteria.  Participants identified as meeting the criteria for this 
study were provided with the Invitation to Participate in a Qualitative Research Study: 
Paths to the Principalship: Perceptions of Latino Principals notice via electronic mail 
(see Appendix D).  The notice and email provided details to study participants of 
procedural safeguards, such as the confidentiality of the data and anonymous reporting of 
the data, and informed participants of their ability to withdraw from the study at any time 
without penalty.  Participants who replied to the invitation affirmatively received an 
introductory phone call from the researcher.  Upon agreeing to participate, subjects were 
asked to complete a consent form, and the process for concealing identity, protecting 
privacy, and an acknowledgement of their right to withdraw from the research at any time 
and for any reason were reviewed verbally and an explanation of the process was 
provided in writing (see Appendix E).  
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Data collection.  The data collection process occurred over a time period of 
approximately eight weeks.  During the field research stage of the study, individual 
interviews were conducted with study participants at a time and location convenient for 
the participant and determined prior to interview.  Interviews were scheduled for 60 
minutes, and both interview protocol and observational protocol forms were used to 
document responses to interview questions.  Data from the interviews were collected 
using an iPhone audio recorder application as well as a voice-activated digital recorder to 
record the interview and ensure data were not lost due to equipment malfunction.  All 
recordings were transcribed verbatim, through hand transcription, and transferred to a 
Word document.  The transcriptions were then used to analyze data, develop codes, and 
identify emergent themes and trends.  
Interview recordings are stored in a secure file in a locked office of the 
supervising faculty, providing security and limiting risk of loss.  Secured data will be 
stored for a period of three years and then destroyed.  Following each interview, the 
researcher added reflective notes to the observation protocol form to record additional 
data and context gathered from the interview process.  All reflective notes and field notes 
were maintained by the researcher and secured (see Appendix B).  All notes and artifacts 
gathered during the artifact gathering and review process were maintained within the 
codebook for archival and comparative purposes using the Artifact Review Protocol (see 
Appendix C).  To protect the identity of participants, pseudonyms were used on all 
transcribed documents, and one document was used to cross-reference tables and primary 
information and was stored in a secure file in the locked office of the supervising 
professor.  Secured data will be stored for a period of three years and then destroyed. 
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Data Analysis 
The researcher acknowledges that reality is subjective, understanding that people 
perceive reality in their own way based on life experiences and their own mental models.  
The researcher sought to understand the meanings of those perceptions and experiences.  
This alignment provides congruence between the researcher and the phenomenon being 
described, creating a synchronicity that supports the processes within the study. 
The researcher, as an individual who is currently a Latino principal serving a K-6 
public elementary school, explored his own experiences to become aware of any 
assumptions or prejudices he might bring to this study.  His goal was to set aside 
preconceived notions of the Latino principal’s experience in order to objectively immerse 
himself in the phenomenon from the point of view of the study participants.  Moustakis 
(1994) described setting aside his prejudgments and opening the research interview with 
an unbiased, receptive presence as imperative in phenomenological research.  He used the 
Greek word, epoche, to describe this process of suspending judgment or bracketing one’s 
personal experiences from those of the participants, stating, “In the epoche, the everyday 
understandings, judgments, and knowings are set aside, and the phenomena are revisited”
(Moustakis, 1994, p. 33).  Using the methodology described, the researcher was able to 
explore the Latino principal’s perceptions of their experience through the eyes of the 
participants.  
Moustakas’s (1994) phenomenological methods were used as the basis for 
analyzing participant interviews.  The first step in the process began before interviews 
took place and required the researcher to employ bracketing (epoche).  Bracketing 
required identification of the researcher’s biases, his personal experiences that might 
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affect the validity of the study, and any preconceived ideas about the outcome.  
Describing and reflecting upon the researcher’s own experience and bracketing them was 
done in an attempt to support keeping the focus of the study on the participants and not 
on the researcher.  When the audience is aware of the personal stance and world views of 
the researcher, the study is less likely to be influenced by the researcher’s own 
experiences.  The stance and experiential base of the researcher are discussed in Chapter 
1.   
The next step in the data analysis process required horizontalization of the data 
collected from interviews, observations, and artifacts.  Horizontalization involved 
forming significant statements describing how study participants experienced the 
phenomenon based on information gathered during the interview process.  The significant 
statements in this study were gleaned from the Latino principals’ experiences of 
advancing to the P-12 public school principalship and their perceptions of that 
experience.  Using the verbatim transcripts of each interview, significant statements were 
analyzed for emergent codes, themes, and trends.  
In Vivo coding was selected as the most appropriate form of coding because of 
the researcher’s objective of capturing and honoring the voice of the study participants.  
Saldana (2013) described In Vivo coding as “ a word or short phrase from the actual 
language found in the qualitative data record” (p. 91).  The analysis process began with 
identifying codes, then categories, subcategories, themes, and finally concepts as 
described by Saldana (2013) from the verbatim transcriptions.  In addition to interview 
transcripts, field notes and relevant artifacts were examined to determine their 
relationship to the themes that emerged from the interview data.  From all relevant data 
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collected, textural descriptions were formulated to create a composite narrative of the 
phenomenon using rich description to capture the essence of the Latino principal’s 
experience. 
Following Institutional Review Board (IRB) approval, participants were identified 
and individual interviews were scheduled via email and phone communications.  All 
participants were informed of the interview and observation protocols and received 
electronic copies of each before the interview.  Before an interview took place, the 
researcher employed bracketing, which involved identifying his biases and personal 
experiences that may have an effect on the validity of the study.  During interviews, 
participants’ experiences of their paths to the school principalship were explored.  Field 
notes and artifacts were also utilized as part of the interview and observation process.  
Artifacts included information obtained electronically from the participants’ school 
websites and artifacts that were shared by participants.   
Interviews were transcribed and analyzed for significant statements 
(horizontalization) describing how the participants experienced the phenomenon of the 
Latino educator’s path to the P-12 principalship.  The significant statements, meaning 
units or themes, were generated and put into codes.  Finally, the composite narrative 
emerged from the codes to form the rich description of study participants’ experiences.   
Stages of Data Collection 
The timeline described above and estimated dates for the study are detailed in 
Table 1. 
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Table 1 
Timeline for Study 
Activity Date 
Doctoral committee proposal review & approval 10/15/14 
IRB certification 11/15/14 
Organization for housing data 11/15/14 
Recruitment of participants Nov./Dec. 2014 
Field research-participant interviews Dec./Jan. 2015 
Field research- artifact review January 2015 
Data analysis Feb./Mar. 2015 
Report findings (Chap. 4 & 5) Mar./April 2015 
Revisions/editing April/May 2015 
Defense May 2015 
!
Ethical Considerations 
Since human subjects were used in this study, it was necessary to seek IRB 
approval from Drexel University.  The IRB was necessary to protect participants through 
the assurance of ethical practices and procedures in the gathering, recording, analyzing, 
and presenting of the data.  The researcher made every attempt to respect the rights and 
privacy of each study participant and conveyed this to each participant using the 
Invitation to Participate in a Qualitative Research Study: Paths to the Principalship: 
Perceptions of Latino Leaders notice via electronic mail.  As the study had a relatively 
low impact on participants, an expedited IRB process was pursued from Drexel 
University.   
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The primary ethical concerns for this study were in the areas of privacy, 
confidentiality, and anonymity.  As this was a phenomenological study seeking to 
understand the lived experiences of Latino principals and their path to the principalship, it 
was important for study participants to understand that their personal experience was not 
the primary focus of this study.  As such, participants were advised that data collected 
would be analyzed and shared in a way that described the group of Latino principals as a 
unit and not as individuals.  Participants were advised that no personally identifiable 
collected data would be shared with school district personnel or the public in any 
identifiable manner.  As a precaution, participants were randomly assigned pseudonyms 
as a means to protect their identity. 
Summary 
The purpose of this qualitative phenomenological study was to describe the lived 
experiences of Latino principals and their perceptions of the primary factors that 
supported them in becoming P-12 principals.  A phenomenological research design was 
utilized to gain insight into the lived experiences of Latino leaders and to determine their 
perceptions of the primary factors that supported them in becoming P-12 principals.  The 
target population for this study was 10 Latino principals who currently serve in public 
school districts in Sacramento County.  Semi-structured interviews were the primary data 
collection method used along with observations, field notes, and artifact collection.  Data 
analysis methods and stages of data collection were described in detail in this chapter, 
and the chapter concludes with ethical considerations necessary to ensure ethical 
treatment of study participants and the data collected from the study.  
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Chapter 4: Findings, Results & Interpretations 
Introduction 
This chapter discusses the findings and results of the research with regard to this 
phenomenological study.  It opens with a review of the study’s purpose statement, 
followed by the research questions and the findings and results of the study.  The findings 
represent the rich descriptions discovered through semi-structured interviews, artifact 
review, and field notes.  
Ten participants were interviewed for this study, characterizing a multitude of 
perceptions related to their individual experiences as Latino P-12 principals.  For the 
purposes of this research study, the term Latino refers to both females and males except 
when directly quoting Latina study participants.  The study participants came from three 
different school districts in Sacramento County, California and represent 10 separate 
school sites.  Pseudonyms were used to accompany participant feedback to preserve their 
confidentiality.  Finally, the results of the study are discussed, emanating from the 
findings presented, the literature review, and the conceptual framework.  This chapter 
concludes with a summary of the key points from the chapter. 
Purpose Statement 
The purpose of this qualitative phenomenological research study was to describe 
the lived experiences of Latino principals and their perceptions of the primary factors that 
supported them in becoming P-12 principals.  
Research Questions 
To meet the objectives of this study, the following questions guided the research: 
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1. How do Latino principals describe their lived experience in attaining the 
role of the school principalship? 
2. What factors do Latino principals describe as contributing to their successful 
attainment of the principalship? 
3. How do Latino principals describe the challenges they faced in pursuing the 
P-12 principalship? 
Findings 
The findings offered in this chapter characterize the culmination of this research 
study directed through a phenomenological lens in conducting the field research and in 
collecting and analyzing the given data (Moustakis, 1994).  Five distinctive themes 
emerged from the collection of data, which consisted of an artifacts review process, field 
notes, observations, and transcriptions from 10 semi-structured interviews.  The five 
emergent findings from this study are: (a) Formative Experiences, (b) College Attainment 
and Completion, (c) Path to the Classroom, (d) Path to the Principalship, and (e) The 
Principalship.  Each finding also consists of sub-findings, detailed in Figure 3 and 
discussed throughout this chapter. 
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Figure 3. Findings and sub-findings of the research study. 
Formative Experiences 
Participants discussed several factors that shaped their P-12 educational 
experience and the formation of their early identity as a student and person.  These 
factors included their parents’ as role models, their individual relationships toward 
school, and the formation of their social and/or Latino identity.  The following sections 
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detail participants’ accounts of their formative educational experiences as detailed in 
the subthemes described above. 
Parents as role models.  Nine of 10 participants discussed their parents’ work, 
work ethic, educational background, and their example of dedication to their families as 
formative, leading to their drive to succeed in school.  Multiple participants discussed 
their parents’ backgrounds as laborers and parents’ educational expectations as influences 
on their educational success.  Alejandro emphasized this by stating, “my parents were 
farm workers, and so I knew that that’s not what I was going to do because I experienced 
that as well.”  Leonardo, Sofia, and Carlos recalled similar experiences. 
I grew up in (name of city), very poor.  My mom was a para-professional, my dad 
was a farm laborer, so he picked asparagus then later worked in the canneries, so 
you know, we were poor. (Leonardo) 
 
My parents didn’t have more than an eighth grade education.  My parent’s 
mission or goal was to ensure that we graduated from high school because that to 
them was considered success.  Because they didn’t graduate from high school, for 
us just to graduate from High School, that was successful, that’s it, that’s what 
they wanted.  Graduate from high school and get a state job.  I never heard my 
parents talk about college and it was to them I think it was because it was so 
foreign or so far away. (Sofia) 
 
Education was really important for them and then they would always emphasize if 
you don’t want to be doing what I have done the rest of your life, and my parents 
eventually immigrated to the United States and they were laborers here, so they 
started, left with nothing and started with nothing.  The fast track for you, for the 
kids, was to get involved in education and succeed through that means.  So it was 
always a huge push from them in the background.  Don’t do what I’m doing now. 
(Carlos) 
 
In addition to economic backgrounds, participants also discussed their parents’ 
work ethic and dedication to their families as a significant influence on their educational 
success.  The examples below describe Luciana’s, Belo’s, Santiago’s, and Diego’s 
perceptions of their parents’ work ethic and dedication to their children. 
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And my mother was actually born at a work camp, migrant workers.  My 
grandmother worked at a cannery, my grandfather worked in the fields, but they 
owned a home.  My mother is one of nine children and my father is one of 14.  
My mother was one of the oldest so she had to, she stayed in school but that was 
because she knew she had to get a job so that she could help raise her younger 
siblings.  So she went right out of high school, she went ahead and went to the 
sewing company, and then she moved up into management and then she ended up 
moving to Sacramento, she and my dad, and she got on with the newspaper and 
worked her way up, all the way to the credit union and she did that the rest of 
their life until she retired.  So that’s what they did and they just always wanted 
their kids to do better.  So that’s why they realized, my mom had to take night 
classes in the end to move up in her company, and then my dad, like I said he had 
lost everything because of his lack of education. (Luciana) 
 
My parents just influenced me by their hard work and their commitment to their 
children.  I just knew that, that was my path.  That’s what I had to do, that was 
kind of just instilled in me, that that’s the path I needed to take, and also, my dad 
would just reinforce that if you don’t want to work like I do with your hands and 
work hard and be tired all the time, you need to get your education.  You need to 
get your degree.  I think that’s what really instilled in me and that’s what’s really 
helped me. (Belo) 
 
But I also see how hard my parents had to work to put us through college and 
what not, and just really limiting themselves, at that time, so that they could 
continue to provide for us.  For me it was just taking advantage of the opportunity 
and wanting to make the most of it as well. (Santiago) 
 
My dad made it through third grade, my mother was in High School but I don’t 
think she graduated.  Then she got a job with Migrant Education as a Parent 
Coordinator and learned a lot about education and about how you get educated.  
So, they were both always big supporters of me, but when I was little, we didn’t 
have print at home, there wasn’t magazines or books or anything, they didn’t 
know that that was important. (Diego) 
 
One study participant described his older sister’s role in supporting his school 
success and ability to attend college. 
She’s been a teacher’s aide for 30 years.  She took the parental role in directing 
us.  You’re going to school, you’re going to go there . . . our parents were there 
but she’s the one that . . .because of the language barrier, she’s the one that did all 
the paperwork, this and that, and pushed us. (Joaquin) 
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Individual relationships toward school.  Participants described their P-12 
school experiences as primarily positive.  Carlos made this clear by stating, “Education 
for me was always easy.  So it was nothing I ever struggled with.”  Participants discussed 
their relationships with teachers, leadership opportunities within school, and their own 
individual impetus as factors in their successful P-12 experiences.  Luciana recalled her 
relationships and encouragement by teachers as positive factors in her school success. 
So I always had very positive relationships with my teachers and they were just 
really strong teachers, and I think, and I was very involved in Student Council and 
Leadership and I think those types of things, being encouraged by teachers to be 
involved in those activities, is what led me to get into education.  More so than 
anything else.  
 
Leonardo was a strong student and he described that experience as positive.  He recalled 
this early recognition of his strong academic aptitude as a key factor in his school 
achievement. 
I always did well in school, I could say one thing that was probably one of the 
more important pieces in terms of early education was I was identified, it wasn’t 
GATE back then it was MGM, Mentally Gifted Minors.  So in fourth grade I went 
through a series of tests, we had to see a psychiatrist, there were probably eight of 
us students in the whole school that were identified MGM.  And so that was a big 
piece in terms of everything was then tailored differently in terms of my 
instruction, the different groups, we participated in leadership.  
 
Individual impetus and drive pushed Alejandro as well and supported him in overcoming 
barriers related to entering school speaking only Spanish.   
I actually was born in Mexico.  Came here when I was seven, to the US. I did a 
year, year and a half of schooling in Mexico, first grade and started second grade, 
and when I came here, I was put into a first grade class, because of, I think, the 
language barrier, I pushed myself hard to do well in school.  
 
While several participants expressed only positive P-12 experiences, others 
reported a different perception of their P-12 years.  When asked about his elementary and 
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high school experiences, Joaquin recalled,  “It’s funny because I was totally opposite.  
Growing up, I was the kid that was always in trouble.”  Belo described having a positive 
experience but perceiving a different experience than the English-speaking students in a 
way he could not describe when he was younger.   
I just know from early schooling, things always felt different in terms of feeling in 
sync with other students and what the communication was from teachers.  I 
definitely do feel like I totally embodied that EL kid, an EL experience.  Even 
though English at that time became my first language, we always spoke Spanish 
at home.  So there were a lot of things that, you know, now that I look back, that I 
didn’t quite understand and didn’t get because there wasn’t really that explicit 
instruction around it, it was kind of more assumed certain things.  So my 
experience was positive, but I also felt like there was a layer of information that I 
wasn’t quite getting and I sensed that.  
 
Diego reported struggling during his early years in school and depicted his 
perception of that period in his life as challenging.   
I arrived in third grade, my sister was in fourth, the playground had an 
intermediate and an elementary playground, basically a line down the middle of 
the playground and elementary was on one side, intermediate on the other side, 
and when we got there like mid-year, we didn’t know anybody and we didn’t 
speak their language and we didn’t look like them, so we would wait for recess to 
come together and we’d meet at the line and talk and they would separate us. . . . 
to try and get us to integrate into the population, you know, for our, it was our 
best interest at heart.  
 
Mariana had a unique experience, as her family received sponsorship to emigrate 
from Mexico from a wealthy U.S. citizen.  She discussed her early experience attending a 
primarily Caucasian and very high socioeconomic school. 
We came to the U.S. when I was six years old, sponsored by a very wealthy lady 
 . . . my brother and I were taken to school by the chauffer, beautiful school with 
gym and lap pool, wealthy kids went to school, did not understand a word of 
English, they didn’t understand us.  We didn’t know we were supposed to take a 
lunch, kids would share their lunches with us . . . We didn’t know, didn’t know 
the culture or expectations. 
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Identity formation.  Multiple participants recounted points during their junior 
high, high school, and early college years as pivotal in forming their social and Latino 
identities.  Participants described pressure from Latino peers as they straddled cultural 
worlds between primarily Latino and white neighborhoods and their own ambivalence 
toward their Latino culture.  Additionally, they recounted moments or formative 
experiences when they realized the importance of embracing their Latino roots or 
discovered an awareness of their social status. 
Santiago described his experience growing up in a primarily Latino 
neighborhood, pressure from Latino peers, and his perceptions of his self-described 
identity crisis. 
I grew up with a certain group of people that looked like me, I grew up with them, 
I went to school with them. It was no big deal, but then you get to have friends 
that look a little bit different from you, I developed really strong relationships 
with some of these individuals, and as we moved into middle school, and this is 
where I think I played competitive soccer at the time and was playing for a club 
that was predominantly white, and I got teased a little bit by some, saying, what 
are you doing hanging with the white boys, and this and that.  
 
He went on to describe the moment when he realized for himself the importance of 
staying connected to his cultural roots.   
I think growing up at the time, I may have gone through a phase where I was just 
kinda like, well, you know I’m gonna leave my Spanish roots behind, but I kinda 
quickly realized that no, it’s important for me to maintain that always, speaking 
Spanish with my family.  They were very much wanting to make sure that 
continued.  I think very early on I realized this is who I am . . . I always wanted to 
make sure that I stayed connected with who I am, which is a Latino male and 
never losing sight of that.  
 
Luciana depicted her experience growing up in a predominantly white 
neighborhood with few families of color, her realization that some saw her family 
differently, and discovering her own sense of cultural pride.  
  
65 
It really didn’t dawn on me until I was in high school.  I never saw a difference 
until I was in high school when the other Hispanic families, more Mexican 
families, the ones that were what we would call “vato”, used to call me wanna-be- 
white girl.  I didn’t get it the first time they called me that . . . I came home and I 
told my mom, I said, what do you think they mean, what do you think they mean 
wanna-be-white girls . . . that’s when I started noticing, wait a minute, there’s not 
very many of us around here.  That was, that was a good realization for me 
because it helped me start to appreciate more, my culture and my family.  
 
She went on to relate those early experiences as integral to her development of pride in 
her Latino roots and her self-identity. 
I really was the only Mexican of all my friends that I hung out with and then I 
started to realize just how important it was for that identity and that difference.  It 
was more important to be different at that point, I thought, than it was to be like 
all my friends, so doing the traditional things that we did, it suddenly took on a 
more significant role in my life. 
 
Another participant recalled his sense of needing to re-ground himself in his Mexican 
culture. 
I had no desire, no ties to Mexico necessarily.  I didn’t feel that connection.  And 
then when I started college I got this sense that I needed to go and reground 
myself I guess, with my roots and everything (Alejandro) 
 
Leonardo recounted an experience with an African American college professor 
who validated his experience as a Latino from a lower socioeconomic background, “there 
was a professor . . . there was some kind of connection that really validated the 
experiences I was having as a Latino from a low-SES family, coming from very poor 
background.”  Additionally, he recalled a moment in high school when he became aware 
of his family’s economic status.   
We grew up in a time where ethnicity was not emphasized, it was the mid-60s and 
the 70s, it was about being American, so other than the food and maybe some of 
the religion, you know, those, may have been some influences, you started to be 
aware of in high school that we are poor and they’re rich. (Leonardo) 
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Additionally, Joaquin, who described himself as the student who was always in 
trouble, recalled a time when a teacher pushed him to change directions and how that 
moment also supported his identity as a Latino. 
So it’s one of those things . . . know, growing up it was, you have to learn 
English, you have to learn English, you have to learn English.  To the point where 
you kinda forgot how to speak Spanish.  You spoke it at home, but the parents 
pushed and everybody else pushed, English, English, English . . . and then so, 
then you get back into it saying, I gotta get the language back. 
 
In this section, participants recounted their perceptions of factors that affected 
their formative educational years.  Three sub-findings were reviewed and include parents 
as role models, individual relationships toward school, and formation of social/Latino 
identity.  The next finding, college attainment and completion, is discussed in the 
following section. 
College Attainment and Completion 
When reflecting upon the various factors that supported their path through 
college, participants described peer adolescent and adult models, school agents, and 
school organizations and programs that served as bridges to college and important factors 
in successfully completing college.  While participants perceived their families as major 
factors in influencing their school success, as described in earlier sections, many also 
described relationships with peers and other adults as important influences in their 
decisions to go to college and their experiences are shared in this section.  It is significant 
to note that every participant in this study was the first in their immediate family to 
graduate from college. 
Adolescent and adult peer influences.  Among peer models, participants 
described friends and grade level peers as well as parents of friends as key influences.  
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Alejandro recalled his experience by stating, “I really didn’t know what college was I 
just knew it was something beyond high school.  So, it was like, ok, I guess this is the 
route to take because all my peers were talking about it and their parents were talking 
about it.”  Alejandro and Leonardo both discussed their ethnically and socioeconomically 
diverse schools as critical in influencing their choices about college and career.   
I feel fortunate I guess, that I had that experience that I grew up around kids that 
had more means than we did.  In a lot of ways, you know . . . I got to see the pros 
and cons because in that community it was only one elementary, one high school, 
you got to see the spectrum of low socio-economic to high socio-economic.  We 
were all kids, kids that had parents who were doctors, kids of migrant workers, 
kids that were sons of janitors, whatever, we were all bunched together, so I 
ended up with this group that was college bound because that was the push that 
their parents had for them. (Alejandro) 
 
I hate to use the term integration, but they brought the rich kids from the North 
side . . . and intermixed with the kids who lived in the low SES, much more 
multicultural, multi ethnicity and the vice-versa schools in the North.  But you got 
to intermingle with kids who obviously were going to be on the trajectory towards 
college and had professional parents.  I think the friends I hung out with in high 
school were all going to college, so those were all influences. (Leonardo) 
 
Recounting a similar experience, Diego related positive adolescent and adult peer 
relationships. 
I had a girlfriend, from seventh grade through high school, who was very 
intelligent, both parents were professors at the university.  I envied them and her 
life, and she could read anything anytime, spell any word that she’d never even 
heard of before.  So she was kind of like my role model and we ended up taking a 
lot of classes together. 
 
In addition to adolescent and adult peer influences, multiple participants portrayed a 
variety of school agents who played key roles in influencing their paths to college.  
Participants recounted these perceptions in the following section. 
Institutional agents as bridges.  Participants described a variety of school 
personnel who played instrumental roles in supporting their school success, influenced 
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their desire to go to college, and supported their belief they could be successful in 
college.  Alejandro recalled a bilingual paraeducator from grade school who went out of 
her way to support his early success.   
I can say that there was one lady who helped me basically learn English.  She was 
a bilingual paraprofessional, or teachers aide, is what we called them back then 
 . . . So like every Thursday . . . I would ride my bike to her house and she sat 
there and helped me and that was on her time, no one was paying her for it, so 
I’ve actually gone back after graduating college and everything and just thanked 
her for all of her help, it takes a special person to do that on their own time.  She 
sat with me and sometimes her kids would sit there and do their homework as 
well, but she was just really instrumental in getting me to a place where I 
understood English and I could communicate with others. 
 
The same participant described another key school agent who planted the idea of 
attending college when he was in seventh grade.   
In seventh grade my science teacher mentioned something about college . . . he 
saw how well I did and I was keeping up with the top kids in the school and 
everything, and he said if you keep on this path, by the time you get to high 
school there’s a possibility that you may get a scholarship.  I had heard about 
scholarships because there were another Latino family who had a kid that ended 
up in Stanford . . . because he did really well in high school and just excelled and 
did everything right to get himself to Stanford.  And so I knew about that and I 
had it in the back of my mind, if I do well, there’s a chance for me to maybe go to 
college on a scholarship, which, I ended up doing. (Alejandro) 
  
In addition, multiple participants related the positive influences of teachers, 
coaches, and guidance counselors as significant in their decisions to attend college.  
Sofia’s parents had pushed her to graduate from high school and get a job with the state 
as a means to a better life.  She described a time in high school when she began to 
recognize she might be able to do something beyond high school graduation.   
I don’t think it was until high school that I actually had the realization that maybe 
I had some potential to do something else besides just graduate from high school 
and work for the state.  I had a history teacher that said, I want you to be on year 
book, you need to get some extracurricular activities, because I would just kind of 
go with the flow.  I believe I was trapped, just to meet basic high school needs.  
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Not prepared for college at all.  And I remember him telling me, hey, you need 
to apply to college.  I’m like college?  Are you crazy?  No way!  You know, I 
don’t have the grades for that.  He said, “I’ll help you, I’ll write you a letter of 
recommendation.”  I said oh, ok.  I don’t think I believed in myself, but I think 
that I was like doing a favor for him.  
 
Two other participants described their experiences in high school and how they 
happened upon an opportunity to go to college. 
I hadn’t even applied to colleges yet in my senior year until a teacher said, you 
need to apply to this program.  I applied and I got in and that’s how I got into 
college, it was kind of like an educational opportunity program for minority 
people.  My guidance counselor didn’t tell me about it, nobody told me anything 
(Belo) 
 
A brother from a Catholic college came and was recruiting . . . I raised my hand 
and said I wanted to go but I can’t, nuns say I am not college material, I’m going 
to ROP and getting my cosmetology classes, and they say I’m going to be really 
good at that and that’s going to be good enough for me.  He asked if I had been 
taking college prep classes, and I said yes, he encouraged me to apply at all the 
colleges I wanted to, I applied for three and got into all of them. (Mariana) 
 
Likewise, one participant discussed recommendations from his high school’s guidance 
counselor. 
I had met with my guidance counselor . . . and she says, well you probably should 
go the community college route, and I vividly remember that conversation, it’s 
like . . . all my friends are going to junior college maybe I’ll start out there, a lot 
of it was foreign to me. (Santiago)  
 
The same participant later went on to apply to multiple University of California 
campuses, and described his experience: 
For me the one person that really sticks out for me was a guidance counselor.  Mr. 
Rodriguez, who basically took it upon himself as a favor to a family member of 
his whose son also attended our school as well, kept an eye on me, you know, as a 
guidance counselor, even though he wasn’t assigned to me per alphabetical order, 
he urged not only myself but a few others who had good grades to stick with it.  
He called me into his office one day and says, “so I was looking over your grades, 
and this is what I want you to do.  I want you to take the SAT and again.”  I didn’t 
take the PSAT or anything like that.  “I want you to take the SAT and see how 
your scores do.”  He gave me fee waivers for CSUs and for UCs and there was 
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another one for USC as well, so I sent off seven total applications and I got 
seven acceptance letters. (Santiago) 
 
One participant described his early school behaviors as opposite of many of the 
other participants when he stated, “I was the kid that was always in trouble.”  A teacher 
took him aside and encouraged him to turn things around.  He described the experience: 
He was the PE teacher, football coach, baseball coach, he actually just pulled me 
aside, gave me a once over, you’re going down the wrong path.  Because of him, 
it lead me into trying harder, I always thought I’d be in education, but that 
confirmed what I was gonna do, because up until then it was getting in trouble, 
this and that . . . and then he’s the one that started staying, do you know the 
impact you can have on kids and everything like that, and he even brought in my 
being Latino, even though . . . he was Caucasian, he said, you would have such a 
big impact in the classroom. (Joaquin)  
 
Joaquin also described several other family members, peers, and school agents who 
supported his path into his credential program to earn his teaching certificate. 
The counselor back (home) was very supportive, (the college) has a good 
credentialing program, kinda got the road map started there, then over here there’s 
another . . . Latino from back home who’s over here (at college) working in 
admissions, being (from) a small town, families knew each other, so my sister 
made the call, and the connection, then he kind of introduced me to other people 
and helped guide me through . . . all the paperwork . . . so it has been one of those 
things where I look back at it, I’ve had people kinda help me out, navigate the 
system so to speak.  
 
College organizations and programs.  Several participants described programs 
and organizations that supported building a successful foundation for college or that 
provided social and cultural support within the college environment.  They described 
these programs and organizations as helpful as they navigated college.  All were the first 
in their family to attend college and lacked support from home in the sense of having a 
family member to guide them through the process.  Each participant found the 
organization or program uniquely met their academic or social needs and provided a 
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bridge that supported their successful transition from high school to college.  One male 
participant described his experience living in a house with other members of the Mexican 
American Chicano Association.   
They had a theme house over there it was Casa Cesar Chavez . . . you learned 
about the struggles . . . took Chicano studies classes, and learned a little bit about 
those before us and what they had to go through, I surrounded myself with friends 
that had very similar direction. (Santiago) 
 
Additional participants who attended college at a University of California campus 
recounted summer programs geared toward minority students.  
I wasn’t in college prep English classes in high school.  I think I finally took the 
college prep in my senior year, but I was lacking credits I was supposed to have, 
which, you know, probably the A-G when it was back then.  So I was lacking that 
and so that’s when I went in through the EOP (Educational Opportunity 
Program).  That program helped me survive when I first started. (Sofia) 
 
I was fortunate that we started through, it was called, B.U.S., it was like Biology 
Undergraduate something that started in the summer prior to the school year 
starting.  So it as a group of mostly minority students that went through this 
program . . . it was like a five or six week program.  So that really helped because 
we ended up making connections to people that I’m still in touch with through the 
program, that helped a lot because I think many of us had the same experience of 
doing this on our own and trying to figure it all out. (Alejandro) 
 
Belo, who attended P-12 outside of California, also cited the Educational 
Opportunity Program as a bridge to college success, stating: 
That program that I applied to, helped me get through college, the educational 
opportunity program.  It was really focused on giving minority students 
opportunities.  I still had to take out loans, but there was some financial aid along 
with that as well. 
 
Alejandro described a program in which he had the opportunity to study in Mexico as 
having a profound effect on his sense of cultural identity.  His family would go to Mexico 
occasionally but he described having no desire to go.  The program through college 
supported a deeper sense of cultural identity. 
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For the longest time I had no desire, no ties to Mexico necessarily.  I didn’t feel 
that connection.  And then when I started college I got this sense that I needed to 
go and reground myself I guess, with my roots and everything.  So when this 
opportunity to go study down there through (the college) presented itself, I 
jumped on it . . . it was an amazing experience. 
 
In addition to the experiencing supportive factors described in the previous 
sections, study participants also depicted multiple challenges in their efforts to attend 
college and meet the demands of college once they got there.    
Challenges to college attendance and success.  Study participants described 
several challenges they overcame in order to attend and successfully complete college.  
Challenges they described included financial hardships, navigating college on their own, 
lack of understanding from family, and lack of confidence in their language and academic 
abilities compared to students from different backgrounds.  Sofia stood out from other 
participants because of the unique circumstance she described:  
I did have some obstacles along the way.  I became pregnant.  I had a son when I 
was 23.  I was still in college and I remember when I told my parents, I wasn’t 
married of course, and I told my parents I was pregnant and my father had said, 
well then you need to stop going to school.  And that actually pushed me more to 
continue, and strive.  So I said ok, well then, you know if I got myself in this 
predicament, then I need to take care of myself because I was still living at home.  
I said by the time I have this baby, I can’t be living at home. 
 
Multiple participants described the challenge of having to navigate the process of 
admissions and finances on their own without parental support.  Alejandro and Belo 
recalled their experiences of the application and financial aid process. 
I would have to ask my parents or my dad mostly for information about income 
and all that stuff, to fill out the applications and he’d get all upset. . . . why the 
heck do they need to know all this?  To him it’s foreign. . . . He felt like, they 
shouldn’t know all this private stuff about family.  And I’m like, well I need it, 
it’s part of the application and I can’t get in if you don’t give me this information, 
so it was challenging I think in that sense because I knew that every time I had a 
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question in regards to helping me fill out these applications, it was going to be a 
fight with my Dad to just get him to share. (Alejandro) 
 
They didn’t know what college was about, they didn’t know how to get there.  
They just said, you need your education.  So I kind of had to pursue all my 
resources independently, just going and looking for information and then applying 
to colleges and taking tests and doing all the things I needed to do.  Nobody was 
really there to guide me, I had to do it all by myself. (Belo) 
 
Joaquin, recalled having to work and avoiding the distractions of working and doing 
other things as a challenge to staying in school and completing college. 
The biggest challenge I guess in college was just not being distracted and doing 
other things in the sense of . . . putting off school to go work . . . I mean it all 
comes back to the money piece, the financial hardships … trying to make ends 
meet.  I was a waiter the whole time . . . so it was financial aid loans and working 
because parent’s support was, there was nothing there. (Joaquin) 
 
Likewise, study participant Diego recalled his parents’ dreams of him going to college, 
“they didn’t know what their role in making that happen was, because they didn’t have 
that college experience . . . they didn’t know what to do to support me, they just hoped.”  
Several participants described their lack of confidence as a challenging factor in 
successfully navigating into college and beyond it, describing a sense that they were not 
prepared for the rigors of college and a lack of support from mentors or other adults.  
When asked about challenges in completing his education, Diego recounted: 
A sense of believing that I could do it . . . I was afraid I wasn’t going to be able to 
make it through college because high school and junior high and elementary 
school was such a struggle for me . . . my counselor and other teachers said, you 
know you might as well just plan on being a mechanic or something because 
you’re never going to make it.  So I kind of made it despite them, but I always had 
that fear that maybe their right.  So the biggest challenge was . . . me and my own 
fears. 
 
Additionally, Leonardo described his feelings regarding his vocabulary usage and his 
lack of confidence in using more complex language, “I remember I had to do some 
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presentation . . . and I was so nervous because I always felt like the communication 
piece was a challenge.”  He described the challenge many students from low-
socioeconomic backgrounds and households with primary languages other than English 
face in P-12 and college.   
The words don’t come naturally, not like people who have extensive experience 
with vocabulary or were raised with more complex language, more complex 
vocabulary, so when you get into more technical situations, the words just don’t 
come as naturally, still to this day I feel like I still think about . . . do I sound 
stupid, do I sound ill-knowledged. 
 
Mariana recounted how her educational gaps from moving back and forth 
between the U.S. and Mexico affected her: 
When I got to college I really struggled, had a lot of gaps, missed kindergarten, 
missed first and second grade . . . a student learning English does not acquire 
reading and language for the first five years, it required a lot of remediation to 
catch up. 
 
In describing his experiences in P-12 and into college, Belo cited a level of 
confidence he had to work to obtain.  He expressed a feeling that many minority students 
lack a support system, one that supports them in gaining a sense-of-self and the 
confidence needed to succeed both academically and professionally. 
It’s about confidence, just like when I was growing up as a kid, because there’s no 
one there to mentor or support me, I lacked the confidence level . . . it took time to 
get to the point I’m at now, I’ve developed the confidence in myself now, feel as 
if the Caucasian experience is different, they grow up with that confidence, 
there’s no confidence for us that’s similar because there’s no support system. 
 
In further describing his perceptions of how the dominant culture gains the sense of 
confidence he lacked, he stated, “I sometimes look at Caucasian people as, that’s how 
they were brought up, they have a certain level of confidence and know how to deal with 
things because they live in a society and have models that look like them.” 
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Two female participants described cultural challenges that, as Latinas, they had 
to overcome in gaining parental support to attend college once accepted. 
I remember saying . . . I’m going to apply UC Davis . . . and UCLA. My dad says 
oh no you’re not . . . you’re not going far away.  So I was allowed to stay on 
campus during the weekday.  I had to come home on Friday and go back Sunday 
night.  Come home every weekend.  That was the kind of stipulation I had with 
my dad, my parents. (Sofia) 
 
Going away to college was hard, not having supportive parents, I was first to go 
to college, my father was afraid of me going away, living alone, a girl doesn’t live 
alone. (Mariana) 
 
Several study participants discussed the fact that while their families were 
supportive of college and had high expectations for them to graduate from college, they 
lacked an understanding of all that succeeding in college entailed. 
The greatest challenge really in all of this, is being able to self-direct yourself, 
without a lot of people really showing you the way or, you know, going back 
home and visiting home.  People don’t quite understand what you’re doing and 
how you’re doing things.  So that was the challenge.  What it’s really about, what 
the commitments are, what you have to do.  You know, there’s a lot of support, I 
guess, emotionally.  People want you to succeed but they don’t really know how 
to support you.  They don’t really know what’s going on in your life. (Belo) 
 
Navigating the system on your own, not having family members that could 
support you emotionally, because even going back home, my parents still didn’t 
connect to anything that I’m going through.  This is my own experience.  They 
never had an experience like I’m having. (Alejandro) 
 
This section detailed the finding College Attainment and Completion and the sub-
findings within it of adolescent and peer influences, institutional agents as bridges, and 
college organizations and programs.  The next section details the third finding entitled, 
Path to the Classroom. 
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Path to the Classroom 
Study participants described various experiences as they recounted their paths to 
the classroom and teaching.  A majority of study participants recalled pursuing other 
professional careers before making the decision to pursue teaching.  Participants 
described their experiences that led to a teaching career and their initial teaching 
experiences.  While describing their paths to the classroom, participants also highlighted 
challenges to pursuing teaching as well as supportive factors on their path to teaching and 
as classroom teachers.  The remainder of this section encompasses four subthemes: 
original career choices, influences on teaching as a career, early teaching experiences, 
and challenges and supports. 
Original career choices.  Seven of 10 study participants expressed their original 
career direction as one other than teaching.  Participants cited examples of studying 
prelaw, math and engineering, and working in the legislature as they recounted their 
initial professional paths.  Describing her original plan following high school graduation, 
Luciana stated, “after my K-12 experience I was thinking possibly going into a different 
field like pre-law.”  Belo, expressed a similar sentiment when describing his first career 
choice, “actually I didn’t want to pursue education.  I did go to law school for a little 
while and didn’t find it rewarding.”  Mariana originally wanted a career as an industrial 
psychologist and recalled, “Initially wanted to be an industrial psychologist, once I had 
my son, I wanted something where I could be home more, thought of education.”  Others 
portrayed their desires to pursue various professions, including Alejandro and Sofia.  
I didn’t intend, I don’t think, to be a teacher.  I always thought that I was gonna 
do something else, like, not end up in the education field.  Initially I started my 
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undergrad in biology and thought I was going to go into . . . physical therapy or 
something. (Alejandro) 
 
I didn’t know what I wanted to do.  I started as a . . . math major I was going to be 
an engineer.  Tried to get into the college of engineering . . . it was impacted, so 
then I said . . . I love travel maybe I’ll go into international relations.  Did that, a 
couple classes, hated it.  So then, I was still trying to get into the college of 
engineering. (Sofia)  
 
Another study participant described his professional experience working as a legislative 
analyst at the California State Capital. 
I got an internship at a Toxic Substance Control Division as a Legislative Analyst 
at the State Capital.  So did that for three years as a Legislative Analyst for a 
subcommittee and then sort of had a mid-life crisis, if you will at the age 26 and I 
said, “Do I really wanna do this for the rest of my life?”  And if you know 
anything about the budget committee, during budget season you’re there till 2:00-
3:00 in the morning right?  And then I said I really don’t want to do this, so I said 
ok, what am I going to do now? (Carlos) 
 
The majority of participants described their original career plans as including 
careers outside of teaching.  The following section captures participants’ perceptions of 
influences that impacted their decision to pursue teaching as a career. 
Influences on teaching as a career.  Participants described a variety of 
experiences that led them to choose teaching as a career.  Many described experiences 
working with youth as a factor that supported their eventual career choice.  Several study 
participants recalled adult role models who influenced their decision while other 
participants described different factors that led them to teaching. 
Describing experiences working with youth as a factor in their career choice, 
Santiago and Belo gave these recounts of their experience. 
I did some work with the boys and girls club.  I worked an after school program 
and it was a grant that was funded to give kids a place to hang out on Friday and 
Saturday nights . . . working with kids . . . caused me to realize this is very 
rewarding for me. (Santiago) 
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Education kind of found me in many ways.  I was the director of a pre-college 
program and I also worked with college students, helping them get internships.  
So it was really about building capacity for youth and making connections with 
them, so, I saw that students needed a lot of positive influences and I thought, 
well, let me just go into education and continue the work that I do in that role and 
that capacity, so that’s what really influenced me to go into education.  I kind of 
found my niche through all the work that I had been doing. (Belo) 
 
Diego recalled the moment when, while working for a migrant education 
program, he realized teaching would be his career. 
I got a job one summer working as a teacher’s aide through migrant education . . . 
at first it was just a job, I hadn’t thought I was going to do that, but I remember 
the first time a little Latino kid said, Maestro . . . and I looked around to see who 
he’s talking to . . . me?  I thought yeah, I’m Maestro!  So I began to really enjoy 
what I was doing, I decided that that’s what I was going to do with my life, I was 
going to become a teacher, an educator, and that’s how it happened. 
 
Multiple study participants described adult role models who influenced their 
decisions to pursue a career in teaching.  Luciana depicted her teachers in school as 
factors in her decision to become a teacher: 
So I always had very positive relationships with my teachers and they were just 
really strong teachers, and I was very involved in Student Council and 
Leadership.  I think those types of things, being encouraged by teachers to be 
involved in those activities, is what led me to get into education.  More so than 
anything else. 
 
Leonardo depicted an experience supporting his mom while she worked as an influence 
on his career choice. 
Well I started as a, actually in education, my mother was a para-professional, then 
it was an instructional aide.  So I did a lot of things to help her out, in terms of 
stuff for her classroom, so I kinda go back to that in terms of where my whole 
experience with education started.  
 
Another participant recalled a conversation with a physical education teacher in high 
school as a point at which he switched his thinking and saw education as an opportunity 
to pursue coaching. 
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I always thought I’d be in education, but that confirmed what I was gonna do, 
he took me under his wing . . . he was Caucasian, he said, you would have such a 
big impact in the classroom.  He goes, people will see what you can do and what 
you’ve come from . . . the struggles that your family has had, and then he talked 
about my impact as a Latino male.  The other (factor) for me . . . was . . . I can use 
education to get into coaching, and then, never got into coaching because it was 
always, didn’t have time. (Joaquin) 
 
Describing a former Latino guidance counselor at his school who had reached out 
and supported him in applying to college, a participant described the impact that 
experience had on his decision to become a teacher.  
I think it was my junior year in college he was actually one of the Vice Principals 
at the high school where we were at, so I kinda saw what he was able to do and 
how much of an impact he was making, not only for myself but for several friends 
and just others as well and I just really said to myself that that’s really what I 
wanted to do.  I really just wanted to be impactful for kids and give them 
opportunities that perhaps they didn’t know existed for them as well.  That’s one 
individual that I think was extremely impactful, for me, I look at him as just really 
a leader in the sense of this is why I’m doing what I’m doing, because of the 
impact he had on me. (Santiago) 
 
While participants discussed work experiences and adult role models as having 
significant impacts on their decision to pursue a career in education, other participants 
described circumstantial factors that led them to teach.  Sofia, who had originally been 
pursuing a degree in engineering, described a circumstance that led her to switch 
professional directions. 
I was taking like physics and chemistry, all these hard classes and I remember 
needing one more unit to meet my financial aid.  And there was a one-unit class 
that was tutoring kids.  So I said, Ah!  That’s easy, I can do that . . . and I was 
placed in a kindergarten classroom to tutor kids and loved it.  Came back, 
changed my major.  
 
Carlos, was a legislative analyst when he had what he called a mid-life crisis and 
began looking at other career options. 
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So I got into Education . . . because I had a very good friend that attended UC 
Berkley . . . I was a Legislative Analyst and that was, sort of this mid-life crisis, 
and he says, well you should go try teaching.  I said, I don’t want to do that.  And 
it was so interesting that in the early 1990s (the school district) had a massive 
strike, they were looking for anybody with a BA or a BS to fill in as subs, so I 
signed up because I met the minimum qualifications, I had a bachelors degree 
and, well I had a masters then, but I had a bachelors degree, that’s all they cared 
about.  Low and behold three days later, they called me up and said would you 
like to go subbing.  I had no idea what the heck that was. 
 
Participants perceived working with youth in their early years, positive adult role 
models, and factors such as dissatisfaction with their career as influences on their 
decision to pursue teaching.  In the following section, study participants describe their 
early teaching experiences as positive influences on their career as a teacher and later as 
an administrator. 
Early teaching experiences.  When recounting their teaching assignments and 
experiences, 8 of 10 study participants described being placed in schools with majority 
Latino populations, in bilingual classrooms, or in an assignment focused on teaching 
English learners.  When recounting their teaching assignments and experiences, 8 of 10 
study participants described being placed in schools with majority Latino populations, in 
bilingual classrooms, or in assignments focused on teaching English learners.  All 
participants viewed these early assignments as positive and as experiences that built a 
strong foundation for their teaching career, as the development of strong relationships 
with Latino students and parents enhanced their ethnic identity.  Diego described his push 
to work in bilingual education early in his career because of his experience in elementary 
school as an English learner, “I got into bilingual education because of the discrimination 
I felt in elementary school . . . I suffered from that condition called, cultural ambivalence, 
shame of the home, hostility towards the dominant culture.”  
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Several participants described their early teaching years as positive because of 
their interactions with other Latino colleagues.  Santiago’s first assignment was as an 
intern in a Southern California school with a high concentration of Latinos in his 
program.  He depicted his first experience teaching as follows: “Most of us in the 
program were Latino so everybody looked like me.  We had . . . a similar demographic of 
students . . . level of support was high and enthusiasm was high, so I really enjoyed that 
time.”  He went on to describe the impact this first assignment had on him, “The start of 
my teaching career couldn’t have come at a better spot, it just really cemented the fact 
that this is where I belong.”  Belo and Luciana described their first teaching experiences 
in bilingual education. 
I ended up working, teaching bilingual education.  There were other Latino 
teachers, actually we all worked together in the same program . . . it was called 
the Family Literacy Program.  We taught bilingual education, so we all taught in 
Spanish, helping the students who were new to the country.  It was an exciting 
time for me because of my work with Latino students and colleagues. (Belo) 
 
When I first started teaching, I was placed in in a bilingual classroom, and it was a 
poor school, it wasn’t a very good area . . . it was my first year teaching . . . they 
didn’t have any bilingual materials, so I would stay late every night and translate 
all of the social studies, that was the big one.  Math we could do and that was 
pretty easy, language arts we did have those in Spanish, but we didn’t have social 
studies in Spanish, so I would have to translate fifth grade and sixth grade for the 
kids, so I would stay late and get that done.  I got to know the families really well, 
and developed strong relationships with them. (Luciana) 
 
Study participants recounted experiences working with English learners, in 
primarily Spanish-speaking bilingual classrooms, and with Latino colleagues as 
supportive factors in their early teaching career.  Participants also recalled other supports 
and challenges in their early teaching experiences. 
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Challenges and supports.  Participants described several challenges to 
pursuing their career in teaching and also described factors that supported their first years 
in teaching.  The challenges cited most often by study participants were related to 
finances and time pursuing a teaching credential.  Carlos, who left a successful career as 
a legislative analyst to pursue teaching, described the challenges he faced in pursuing a 
credential and giving up a lucrative career. 
The time factor . . . I already had a degree and meeting these new requirements.  I 
thought it was just hurdles to jump over, to meet a state requirement . . . on a 
personal level, because I had a job, I was making good money, working at night 
then having this double hurdle and the biggest decision at the end for me was all 
right, I enjoy teaching, and there was no money in it then.  You probably made 
27,000 bucks.  And I came out doing that Legislative Analyst in late 1980s 
making 54. 
 
When describing his greatest challenge, Joaquin described his experience working the 
entire the time he pursued a degree and teaching credential.   
The biggest challenge I guess in college was just not being distracted and doing 
other things in the sense of (not) putting off school to go work… I was a waiter 
the whole time while I was working… so it was financial aide, loans and working 
because parents support was, there was nothing there. 
 
Another study participant described the dual challenges of pursuing a teaching 
credential as a single parent.  She described her experience as one in which she learned 
about navigating the system and learning about available resources because of her 
challenges with paying for her credential while also parenting and how that experience 
supported her later as a principal. 
I think the biggest challenges was one, funding, paying to go to school, because 
getting a credential during the day makes it hard to work.  One of the other 
challenges was being a single parent.  That was really hard.  But it was also 
helpful because I was low income, and then I was able to take advantage of some 
of the programs, so, you know I got child action.  Again, I would go out and look 
at what’s available? I mean, I would be looking, not somebody telling me . . . I 
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didn’t pay for daycare as long as he was in school . . . So I was able to learn to 
navigate, and so I think and that’s why I say . . . I learned education equity, I had 
to navigate my own way through, nobody showed me, but since I know so much 
about the system, I try to share that with my parents at the school. 
 
When describing those experiences that most supported them in pursuing their 
credential and in the early years of teaching, participants cited several factors, with most 
describing collegial support as a strong influence on their success.  Sofia recalled her 
relationships developed in the multilingual/multicultural credential program as supporting 
her as a classroom teacher. 
I went through the multi-lingual/multi-cultural program so I had colleagues who, 
when I was a teacher, we had this bonding and we would get together and we had 
that network that we built. 
 
In describing collegial support, several participants recounted their relationships with 
other Latino and minority colleagues as supportive factors.  Joaquin, Santiago, and Belo 
recalled their experiences. 
We’d always come together and say, what can we do for our minority kids . . . we 
all came together and we had a voice. And that was kinda cool in the sense of 
there was more people that had the same . . . you were thinking the same way, and 
it was kinda nice to have that united front. (Joaquin) 
 
The fact that I was at a bilingual school and there was a lot of collaboration going 
on within my grade level partners.  We all, males, over there it was on the 
playground shooting hoops after hours, or on the golf course.  We always say in 
elementary education there’s not a whole lot of male teachers, it was a very 
different story at the school I got started at . . . a lot of them were at our grade 
levels and we had lunch together.  I just look back to some of our conversation 
and we were always talking like, what are you doing for this, or, what are you 
doing for that.  Just really trying to absorb as much as possible and that 
collaboration, those conversations took place whether it was in the break room, or 
on the playground.  I look back at my experience as one that was with very like-
minded individuals, with other Latinos as well. (Santiago) 
 
It was an all Latino community and there were a lot of Latino educators because it 
was a bilingual school that had a bilingual program and it was lots of Spanish 
speaking educators.  It was exciting to me. (Belo) 
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Several other participants described collegial support in the form of grade level 
peers and principals related to their early success in the teaching profession.  Leonardo 
stated, “I think my teacher colleagues were probably the greatest support.  I linked up 
with my colleagues very early on.  I’m a team person.  I actually love the people 
interactions.”  Describing what he perceived as the greatest supports to him as a teacher, 
Alejandro expressed his belief that support can come from a variety of sources. 
I have a hard time with categorizing, like . . . I had this person who was a good 
support because he was Latino or he wasn’t.  I am completely not about that, you 
know I just think that there’s good people in the world, that it doesn’t matter what 
culture they came from, they just connect with you for whatever reason . . . they 
can guide you and teach you things that otherwise you wouldn’t know . . . when I 
started my first year teaching I had a lady that took me under her wings and just 
told me, do this or this is the way you need to do this.  I kind of just went along 
and did what she asked me to do and also she would give me advice about how to 
handle myself or manage the education workplace, how to maneuver through that 
piece. 
 
Diego and Luciana described their site principals as supporting factors.  Diego 
recounted, “ I felt a real high degree of support when I was in Freemont as a new teacher.  
The principal seemed to really support me.”  Luciana recalled her experience as a new 
bilingual education teacher:  
My principal when she would see me late at night we would talk and we started to 
spend more time together . . . and I was fortunate because the principals I’ve had 
have all been very strong, and that personal relationship has always been 
important, so I think those were my role models. 
 
This section highlighted participant perceptions under the finding, Path to the 
Classroom.  Within the finding were four sub-findings: original career choices, influences 
on teaching as a career, early teaching experiences, and challenges and supports.  The 
next section examines the fourth finding, Path to the Principalship. 
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Path to the Principalship 
In describing their perceptions of factors leading from teacher to principal, study 
participants recounted a variety of influences they perceived as impacting their decisions 
to move from the classroom to an administrative position.  Most participants did not enter 
the profession with the intention of becoming a school principal and recalled various 
influences that supported a shift in their thinking and desire to become a school 
administrator.  Multiple participants became open to administration after being 
encouraged to do so by their principal or another school administrator.  Others described 
their desire to have an impact on a greater numbers of students as a reason for their 
pursuit of the principalship.   
Along with their decision to pursue administration, study participants discussed 
experiences that supported them in moving to administrative positions as well as 
challenges along the way.  Several findings emerged while analyzing participants’ paths 
to the principalship and include: challenges moving from teacher to administration, 
preparing for the role, and factors in leaving the classroom.  
Challenges moving from teacher to administrator.  When asked to describe 
challenges they faced as a Latino moving into school administration, participants recalled 
a variety of experiences and perceptions.  Several candidates shared challenges they 
perceived as related to ethnicity.  Challenges described include discrimination outside of 
school based on ethnicity, low-expectations and doubt about their ability to lead, and lack 
of role models.  When asked to describe any challenges in moving from classroom 
teacher to principal, Leonardo shared, “I can’t point out anything on that.  I never noticed 
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that I was treated differently, I think more those outside of schools.”  He went on to 
share an experience he faced outside the school environment. 
I’m an avid tennis player, I’ve been to Indian Wells . . . I’ve had people accuse 
me of stealing seats!  Like I couldn’t afford stuff like that?  Very disturbing.  I’ve 
been tapped on the back shoulder and asked to move.  Good thing I didn’t cause a 
huge ruckus and beat the heck out of the guy that asked me to, but it was very 
upsetting.  And I still remember it like it was yesterday and how, just, offensive it 
was.  But it happens.  
 
Several participants recounted others’ perceptions of them as challenging factors 
in their ascent to the principalship.  Diego recalled an experience early in his career. 
A big one I fought . . . because the discrimination there was very subtle.  Like the 
worse kind of a racist is one that doesn’t think he is.  I don’t see color kind of a 
person.  Those people in my life are probably some of the biggest challenges, and 
low expectations, not just for me but for our kids.  What I find is one of the most 
damning things, is when somebody in authority has low expectations of a 
population. 
 
Joaquin shared his perception of challenges he faced as a Latino moving into the 
principalship related to his ethnicity and age. 
The biggest thing is, are you good enough to do the job, people questioning 
whether you’re smart enough to do the job.  Do you get the system, what makes 
you think that you can come in . . . because when I started I was still young . . . 
you haven’t been in the classroom long enough . . . first the color of your skin and 
then your experience in the classroom, oh you’ve only been teaching six years.  
What do you know? . . . veteran teachers saying, you’re going to tell me what to 
do.  I think that was a hard part for a lot of people, well for me.  
 
In describing her personal experience moving into school administration, Luciana 
recalled the self-doubt she experienced as she pondered her decision to leave the 
classroom.  She shared her concern of whether her ethnicity would be a problem for her 
in moving to an administrative position. 
So I think initially getting into it, yes, that was always a concern of mine, that is 
this going to be a problem . . . whatever prejudices they have, I think at the time 
when we were going through interviews and getting into positions I did question 
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it.  Is that something’s that going to get in the way, is this going to hinder my 
chances?  I think that was always a concern because of the possible lack of 
confidence that the hiring people may have had about us in general as far as a 
Hispanic culture.  
 
Another participant recounted that not having role models to reach out to for 
support was a challenge as he moved from teacher into an administrative role.  
I think finding people to talk to and role models that could have provided me with 
more insight or more direction or even seeing how they work . . . just knowing 
that they’re out there, that you can reach out to . . . there really isn’t that many 
people, there aren’t that many people to talk to or seek out, so that was the 
challenge. (Belo) 
 
Multiple participants related that their Latino background was not an obstacle.  
Alejandro shared his desire to keep a different mindset in terms of his experience and its 
relationship to his Latino background. 
I try not to think of things in that sense . . . I think a lot of times that creates our 
own barriers for ourselves because if we start thinking, oh because I’m Latino, 
this didn’t happen or that didn’t happen.  I know that there are injustices and there 
are challenges that we face that you know, maybe our Anglo counterparts don’t, I 
know that, but at the same time, I know that if I do my job well and if I work hard 
that I’m gonna be fine.  
 
The same participant gave specific details about his experiences and how they were 
different than those of his Caucasian wife. 
I sometimes ask her when we buy something that’s torn, we have to return it, I 
always ask her to go and return the item and she asks me why, why do you do 
that?  And I said because you don’t get the treatment that I get, they don’t give 
you the BS and ask you all kinds of questions about it, and she said they don’t do 
that to you and I said yes they do.  There’s like this notion, I don’t know, that 
maybe you’re trying to do something wrong, I don’t know what it is, but I know 
it’s there. (Alejandro) 
 
Alejandro went on to explain that while there are challenges he faces as a Latino, 
he needs to recognize that he has also been given unique opportunities because he is 
Latino. 
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At the same time I had to also consider the fact that we’ve been, as a minority, 
that we’ve been given certain, how can I put it, passes you know, with affirmative 
action, I think that was a big piece of what allowed me to go to college . . . we 
have to consider those things as well . . . I think there are pros and cons to 
everything. 
 
Like Alejandro, Santiago and Carlos did not see their Latino background as a 
challenge in moving from teacher to principal. 
At no point did I feel unsupported or that it was challenging for me.  I just felt, 
and again, this is part of me that I’m going to look past the color of my skin or the 
color of the candidates skin, it’s just what you bring to the table, and that’s the 
way I’ve always been.  Hey, if somebody got the job, it’s probably because 
they’re more qualified than I was.  I had seen the other end, or seen people kinda 
use that as an excuse, it’s like no . . . I’ve never been that way, I was not brought 
up that way, it’s just, now I know for next time, give me some feedback and I will 
do better next time. (Santiago) 
 
I’ve never had obstacles put in front of me that said, you can’t do it, because you 
are perceived to be this, or you look like this.  And the other thing, personality 
wise, I have a type A personality and I just push through.  Personality and who 
people perceive me to be, I was never considered a Latino with any kind of 
trepidation. (Carlos) 
 
Preparing for the role.  Study participants identified several factors that 
supported their path to the principalship in terms of preparing them for the role of 
administrator.  Prior management experiences, leadership opportunities, and strong role 
models were reported as factors supporting participants’ preparation for their first 
administrative role.  While most participants reported no intention of pursuing the 
principal job when entering the education field, Belo portrayed his journey as follows. 
What influenced me was the work that I had done in the non-profit sector . . . had 
always been more management type of work and I enjoyed that.  I knew that 
being a teacher was not going to fulfill me as an individual because I knew that I 
like more than just being in one level.  I liked to manage projects, I liked to work 
with teams, I liked to collaborate I like to do a little more than just doing that 
piece.  I knew right away going into education my goal was to become an 
administrator.  
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Additionally, other participants recalled very early experiences as factors supporting 
their preparation for the role of principal.  Leonardo recalled his early leadership 
experiences in supporting his path to and desire to become a principal.  “Early Leadership 
experiences all the way from the elementary level through middle and high school 
inspired me.”  Luciana also shared a similar experience, “I was very involved in student 
council and leadership and I think those types of things, being encouraged by teachers to 
be involved in those activities, is what led me to get into education and supported my 
later as a principal.” 
Several study participants cited opportunities to take on leadership roles as a 
teacher as instrumental in building skills and recognition as a potential school 
administrator.  Santiago described the site principal’s role in providing opportunities for 
leadership as well as his district’s support for grooming new leaders.  “My own principal 
entrusted me with opportunities like teacher in charge.”  Carlos described his experience 
coordinating a program for English learners in his early years as a secondary teacher: 
So I taught and I was the program manager for the EL program.  Testing kids with 
the English language development test, doing the whole language survey and all 
that . . . I would do workshops and all other leadership activities.  
 
Several participants recounted strong administrative role models during their 
teaching years as influential in preparing them to be school leaders.   
I really paid close attention to all the site administrators that I worked with, I 
watched them work as well . . . this goes back to when I was a paraeducator, 
looking back at their leadership styles and just the overall effect that they had, not 
only on a campus but on a community. (Santiago) 
 
So I think what really led me from a teacher to an administrator started as early as 
my first year when I built those relationships with those administrators who really 
saw the importance of making those family connections even though now that’s 
our big push.  That wasn’t our push 20 years ago when we got into teaching, and I 
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was fortunate because the principals I had have all been very strong, and that 
personal relationship has always been important, so I think those were my role 
models . . . I think that’s what led me to want to do better in the classroom. 
(Luciana) 
 
I admired the strong leadership of an African American woman, she had such a 
strong presence about her, I tend to gravitate to minority people that have that 
presence. (Belo) 
 
Factors in leaving the classroom.  As portrayed in earlier sections, most study 
participants communicated that they began their career in education with no plan to enter 
administration and become a school principal.  When asked to share factors that 
supported their decision to leave their classroom position, most participants recalled their 
principal or another school administrator planting the seed, encouraging the move.  Sofia, 
Diego, and Carlos all described a school administrator who suggested they consider 
becoming an administrator. 
My principal that was there said . . . you know you should get into administration.  
She had me as her head teacher for a couple years.  And I said, I’ll think about it, 
the district had one of those programs within their own (district), so I signed up 
 . . . and a year later I had my administrative credential. (Sofia) 
 
I didn’t volunteer, I was pushed . . . I was humbled by the fact by they thought I 
could be a bilingual coordinator, because to me, that was a job of prestige and 
power. (Diego) 
 
We had a principal that said, you ever thought of being an administrator?  So this 
is probably three years into teaching . . . I really knew nothing about it, to be 
honest with you, no aspiration to become an administrator.  And he says, well, 
you should look into it, and I did. (Carlos) 
 
Another factor cited by multiple participants when asked about their decision to 
leave the classroom was the desire to have a greater impact on kids than the classroom 
setting could offer.  Mariana described it this way, “I’ve always been a role model for 
people, wanted to have a greater influence than I did as a teacher, to have impact over a 
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greater number of kids.”  Joaquin, Santiago, and Leanardo described their desire to 
impact students beyond what they could do as a teacher. 
It was the sense of having a bigger impact.  You’d see how things were done and 
how it was, you would have a voice, but you controlled your classroom and that 
was always a good thing, but how do you make a bigger impact?  To really have 
an impact you have to be the leader of the school. (Joaquin) 
 
I wanted to make an impact on a bigger group of kids, that’s what kinda lead me 
to administration as well.  I just really felt I’m completely committed to these 
guys and that’s just at my core. (Santiago) 
 
I have several nephews, African American that just struggled in school, I 
remember once I’d been driving, I had to go pick up my nephew, all the time, it 
was every day that he was getting sent home, and so, you know, wanting to, see a 
change or something different in terms of kids that come from poor backgrounds, 
it’s a huge passion, for me it’s more of a calling than a profession, so it’s 
something I think about every day, it’s the work I do.  That’s probably the biggest 
catalyst now. (Leonardo) 
 
Within this theme, several subthemes emerged and included challenges moving 
from teaching to administration, supporting factors in preparing for an administrative 
role, and factors that supported participants’ desires and decisions to pursue school 
administration.  The following theme explores participants’ perceptions within their 
current role of school principal. 
Experiencing the Principalship 
When asked about their experience a sitting Latino principals, study participants 
related a variety of ideas.  Participants recounted influences they perceived as supportive 
of their current role of principal and also compared their experience to that of their 
Caucasian colleagues.  In addition, participants shared general recollections of their 
experience as it related to the role of a Latino principal.  Two subthemes emerged under 
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the umbrella of the larger theme of the principalship and included factors supporting 
their role as principal and experiences specific to their role of Latino principal.   
Supportive factors.  In describing perceptions of those factors that supported 
them in their role as a Latino principal, multiple participants recounted the support they 
received as not specific to their ethnicity but more generally specific to all principals.  
Several mentioned district office and other administrative support as essential to their 
success.  Santiago portrayed his perceptions of district support stating, “I’ve been 
fortunate that I’ve never been questioned in terms of my competency over subject matter 
or just the way we run the school.  I’ve always felt supported by my district.  I’ve never 
had any issues.”  Similarly, Carlos described upper management as supportive, “I’ve 
always had the support and trust of my bosses.  They’ve moved me to high profile 
schools that needed support.”  Diego expressed the support he feels from district 
administration as, “for some reason, my bosses really like me.” 
Several participants described relationships with their colleagues as supportive.  
While three pointed to Latino colleagues specifically, most recounted support in a general 
way from a number of their administrative colleagues of all ethnicities.  Leonardo shared, 
“I know that some of the Latino principals spend time together and support each other, I 
find support more from the colleagues in my region.  We meet a lot together and share 
resources and ideas.  It helps a lot.” 
Of those who described supportive factors specifically related to their ethnicity, 
Luciana shared her perception of the support she receives from Latino colleagues when 
she expressed, “my relationships with my other Latino counterparts is crucial.  We have a 
strong relationship, I feel like I can call them and tell them anything, and be honest.”   
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In describing supportive factors as principals, several study participants related 
that their staff, students, and community had a positive influence on them.  Still other 
principals described district professional development opportunities as factors that 
supported them in their role of Latino principal.  Belo stated, “E.L. discussions that we do 
have throughout the district help me in my role as a Latino principal.”  Diego expressed 
the profound impact he felt from a district-provided workshop on race. 
We got training by the fellow who wrote Courageous Conversations About Race 
and had to go back and train our staff.  That was a really good experience for me 
because I shared with my staff what it feels like to be discriminated against by 
people who don’t realize they’re doing it.  And there was a script and a 
curriculum that I could show them, and I felt very comfortable telling them, what 
you guys did, and some of them and they’re my close friends now, couldn’t 
believe it a first, but over time, they get it.  That the idea of, I don’t see color, is 
about bigoted as you can get.  That means you don’t see me.  Because I’m color, 
but just that, I just wanted to share that.  That’s something in my role I could do 
and the district supported that for me.  
 
Multiple participants described their interactions with students and families and 
the relationships within the school communities as factors that supported their success.  
In discussing his staff, Santiago reported his staff’s success were his own as well and 
related the following. 
It’s been a very rewarding journey for me.  Very rewarding, because I’ve seen 
people genuinely step up and help and want to support you.  I’ve encountered that 
and I want to pay it forward, because I feel the sense of pride for me that comes 
when one of my teachers seeks out a vice principal job and gets it, because over 
the years I’ve had several, that speaks highly of what we’re doing collectively.  I 
think it just lets them know how we do business and this is how we interact with 
each other, and this is how we keep morale up and this is how we build our school 
culture . . . and that’s huge.  For me I think that’s key.  
 
Role as Latino principal.  A subtheme that emerged as principals discussed their 
role involved their perceptions of their relationship and responsibilities to their Latino 
and minority students and community.  Multiple participants repeated a perception of 
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having a unique connection to and understanding of the communities they served 
because of their ethnic and socioeconomic backgrounds.  Other participants expressed 
that their role as a Latino principal required a level of responsibility above and beyond 
their Caucasian counterparts.  Additionally 8 of 10 participants expressed their 
understanding of their Latino and minority communities was likely different than that of 
Caucasian principals. 
Nine of 10 principals in the study perceived their connection to Latino and other 
minority students as a key factor in their role as principal.  The majority of participants 
expressed their belief that their background and ethnicity created a stronger connection 
with the students and families of color.  Sofia expressed: 
When I look out at the playground, I see myself.  I don’t think it’s just my 
ethnicity, I think it’s the background of where I came from . . . You want to be 
able to understand their background, where they come from, what their struggles 
are, how it is. 
 
Mariana, Belo, Luciana, and Alejandro also expressed the perception that their Latino 
background and earlier life experiences supported them as they served their Latino and 
minority communities.  Mariana stated, “I have an understanding of their culture and of 
the educational system.”  
For me it’s an internal understanding.  I knew the things that I had to face and I 
had to struggle with, not just coming from low income, but also coming from EL, 
that when I walk into classrooms its very instinctive to me to understand what the 
needs of the children are from an EL perspective.  What they get and what they 
don’t get . . . it’s not just because I’m Latino, it’s because that’s who I am. (Belo) 
 
They feel comfortable coming to me and talking to me, and I know I can go to 
their house, and they’re not embarrassed about the way that they are living, or 
even when I’m speaking to them in Spanish, in my broken Spanish, it helps them 
because they feel like they are, when they are speaking to me in their broken 
English and I’m speaking to them in my broken Spanish I feel like that’s a 
comfort to them, and for the students themselves. (Luciana) 
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Sometimes I have a better connection than some of our teachers, some of our 
counterparts . . . that are in administration as well  . . .because I have been in 
situations where, you know when I was younger I might not have room of my 
own or a bed, or I would be sleeping on the couch or the floor or whatever, and I 
think for a lot of us, even for me, sometimes you lose track of that, with the 
challenges that our families have.  I think that I’m able to connect better with 
some of our families. (Alejandro) 
 
Diego described his experience growing up and how teachers consistently 
mispronounced his name and how because of that, classmates used the teacher’s 
pronunciation of his name as a joke.  The experience stayed with him and affected his 
first job as a principal. 
My first job as a principal, the first, and I’m terrified, we do an awards assembly.  
So these kids are being recognized for their academic achievements and I’m the 
one reading out the scores . . . Alfredo Asunción, I say, and this mother comes up 
to me after with tears in her eyes . . . but I learned that (there), well, I would have 
done that anyway, nobody has ever pronounced it correctly.  When I was in 
Freemont, like I said, 27 languages and I practiced before the first day of school 
 . . . Hassan Alfarge Aini, Mohammed Edris Aini, Safar. (Diego) 
 
Several principals described their role as a support for Latino students in 
navigating school and accessing the resources available.  In sharing his perception of his 
role in supporting families he perceived as lacking access, Joaquin shared: 
We’ve got to make this a welcoming environment to our families and let them 
experience what other students are experiencing.  Support them in navigating 
things like the high school application process.  If you don’t speak English, or 
don’t know the process, you may miss out. 
 
Multiple participants expressed a responsibility to represent the Latino 
community as a positive role model and successful principal.  In describing how his 
Latina niece perceived him as a principal, Alejandro portrayed the following: 
I have a 10 year old niece . . . every time I see her . . . she’s like I told my teacher 
that you’re a principal and they said they are going to look you up, and she’s 
always so proud of you know this is my uncle, at a school, he’s a principal and 
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she hasn’t even come to the school or anything, but she sees her principal and 
she says oh, he’s the boss, and she’s asked me in the past, so you’re the boss of all 
those teachers and I’m yeah, I’m the boss and she’s so proud of that and I know 
that that’s power within itself.  Without saying anything.  Just the mere fact that 
she knows that I’m the principal at a school, it plants a seed in her mind of I can 
do that.  I take that seriously.  
 
Mariana described her drive to be a successful Latina role model: 
I do feel that we have a certain responsibility to show others that just because 
you’re Latina you can’t do something.  I know there are times because you are 
Latina that you might have to work a little harder or have certain challenges come 
your way. 
 
The findings offered in this chapter revealed five central themes that emerged 
from the data analysis of relevant artifacts, field notes, observations, and transcriptions 
from 10 semi-structured interviews.  These five distinctive themes reveal participants’ 
perceptions of their formative academic experiences, college attainment and completion, 
their path to teaching, their path to the principalship, and finally, the principalship.  
Within the findings, study participants reveal through rich textual descriptions their 
journey to the school principal position.   
Results and Interpretations 
This section of the chapter reviews the results of the study gleaned from the 
findings and sub-findings discussed above.  Four results were identified: (a) influence of 
adult and peer models on development of academic identity; (b) access to college 
guidance, financing, and support as prohibitive factors; (c) early work experiences, 
transitional college programs, collegial relationships, and administrative mentors as 
supportive factors; and (d) Latino identity.  
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Result One: Influence of Adult and Peer Models on Development of Academic 
Identity 
 
The principal study participants described multiple adult and peer influences as 
significant in their P-12, college, and career success.  They identified their own parents, 
parents of peers, peer groups, and institutional agents as key factors in supporting their 
academic drive and ultimate career success.    
The majority, 9 of 10, described their parents as strong influences on their desire 
to achieve.  While their parents pushed school success and had a strong desire for their 
children to do well, study participants acknowledged their parents lacked the knowledge 
required to navigate the transition from P-12 to college.  All 10 participants in the 
research study were the first in their family to attend college.  Participants reported their 
parents were mainly working class, farm workers and laborers with Spanish as their 
primary language.  Parents lacked the social capital necessary to support their student in 
navigating the transition from P-12 to college while at the same time, they pushed their 
children to do well in school and go to college.  Lin (2001) identified similar findings in 
his research.  His work was based on two principles, the first being that social capital 
inequalities happen when groups tend to cluster within disadvantaged socioeconomic 
positions, and the second being that individuals tend to associate with those who are like 
them socioeconomically and tend to network with people from the same group as 
themselves.  Social capital is “an investment and use of embedded resources in social 
relations for expected returns” (Lin, 2001, p. 786).  Study participants’ parents had not 
attended college so lacked the knowledge of the resources required for their children to 
pursue and graduate from an institution of higher education.   
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Additionally, study participants identified positive relationships with teachers 
and other school agents as significant factors in their P-12 success and college 
attendance.  They reported these agents as instrumental in bridging their successful 
transition from high school to college.  A majority of participants recalled a significant 
adult in middle or high school who planted a seed or encouraged 4-year college 
attendance.  Participants reported no plans to attend college or as having plans to attend a 
community college before the intervention from an institutional agent.  Likewise, they 
described these relationships as turning points on their path to the principalship.   
Stanton-Salazar (1997) highlighted those forces that make accessing social capital 
within P-12 school systems challenging for some working-class minority youth and 
families, providing a conceptual framework built on the concepts of social capital and 
institutional support.  The framework concentrates on gaps within the wider society that 
challenge minority youth’s access to resources and opportunities taken for granted by 
middle class families.  Stanton-Salazar’s (1997) primary thesis contends that healthy 
development, school success, and economic and social integration in society for all youth 
depends on their ability to develop strong relationships with institutional agents.  These 
agents serve as bridges to the social and physical capital necessary to transition to 
college.  Most participants reported that encounters with institutional agents were random 
and described access to social capital within schools as challenging due to lack of self-
knowledge or family knowledge about available resources and requirements needed for 
college attendance. 
Additionally, this study’s findings also revealed peer groups and their parents as 
supportive factors in school success and college-going expectations.  Multiple 
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participants recounted attending economically and ethnically diverse schools where 
they were exposed to peers and their parents who were college graduates.  Participants 
reported gaining important academic knowledge from these parent and peer models.  
While their own parents lacked social capital and knowledge of the educational system, 
peer models and other adults provided study participants with academic information and 
support leading to the development of a strong academic identity.  Several participants 
described being in the same classes with students who were on the college track.  They 
either grew up in small towns with only one elementary, middle, or high school or 
attended schools with peers of varied socioeconomic levels, being exposed to experiences 
outside their own socioeconomic or ethnic groups.  Their friendships with these peers 
influenced their academic identity and provided knowledge and influence not available 
from their own families.   
Several researchers have identified similar findings related to social identity and 
belonging in a peer group.  Social identity, including academic identity, is influenced by 
membership in a category or group.  One’s identity and value of themselves in turn is 
related to belonging (Bernal et al., 1991; Tajfel & Turner, 1986).  The groups with which 
a person identifies may be based on genetic factors such as gender and ethnicity, religious 
affiliation, and membership in a political group or on achievement-related variables such 
as financial status, job title, or grade point average (Romero, 2010).  Likewise, academic 
role models in the community and school are significant pieces of identity development 
and a student’s future aspirations (Sanchez et al., 2008).  Individuals from poor or 
working class neighborhoods can benefit from relationships with people who are able to 
serve as bridges to academic and personal success and can serve as an informal network 
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that matches people to jobs (Stanton-Salazar, 2001).  Study participants reported their 
peers and their peers’ parents as supportive factors in gaining key academic knowledge 
and as influences on their continued desire to achieve academically.  This association 
with peers outside of their familial and socioeconomic groups supported participants’ 
college-going attitudes.  
Result Two: Access to College Guidance, Financing, and Support as Prohibitive 
Factors 
 
Eight of 10 participants described finances as significant challenges to attending 
college and pursuing post-graduate credentials or degrees.  As noted previously, all 
participants in the study were the first in their immediate families to attend college.  Eight 
of 10 study participants reported being strong students academically but not 
understanding the requirements or their own qualifications for university.  Several 
reported no plans to attend college or being advised by counselors to attend community 
college before intervention by an institutional agent steered them toward a 4-year 
experience.  Additionally, pursuing post-graduate work and their teaching credential was 
reported as a financial hurdle. 
Most cited having to navigate the college admissions and financial aid process 
independently citing parents’ inability to help them with the application and financial aid 
process as a significant challenge.  O’Connor et al. (2010) reviewed Latinos’ over-
representation in community colleges compared to that of white and black students.  The 
study found that less access to social capital by Latino families may result in a lack of 
adequate information about financing higher education.  Parents’ knowledge of financial 
aid increases the likelihood their children will attend a 4-year school.  Research confirms 
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that for Latino students, the effect of financial knowledge and 4-year college 
attendance is more than double that of whites (O’Connor et al., 2010).  Data from the 
research revealed certain variables of college financial participation are linked to gaps in 
knowledge about college information for Latino families, resulting in more Latino 
students attending community colleges instead of 4-year universities.  
Additionally, study participants noted a lack of support from school counselors 
and other school personnel in guiding them along the path needed to be university ready.  
Participants reported their official school counselor as pushing community college or 
vocational professions not requiring a college degree.  Several others reported lacking the 
credits and courses needed for acceptance into a university once they realized it was a 
possibility for them.  Interventions by other school agents, described in the findings 
section, supported participants in applying to universities and gaining knowledge about 
college financing and college access programs supporting their successful transition from 
high school to university.  Stanton-Salazar (1997) highlighted forces that make accessing 
social capital within schools for some working-class minority youth and families 
challenging.  He posited that for low-status children and youth, developing strong 
relationships with institutional agents outside their immediate family is problematic.  A 
common theme among study participants was a random intervention by a teacher, coach, 
or school counselor that led to a directional change and toward college. 
Six of 10 participants noted self-confidence as an obstacle to college or their 
eventual career as a school principal.  They described lacking a support system in terms 
of gaining a sense of self and the confidence needed to succeed both academically and 
professionally.  One participant described this sense when communicating challenges 
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with academic vocabulary faced by many minority students stating, “The words don’t 
come naturally, not like people who have extensive experience with vocabulary or were 
raised with more complex language.”  Others described educational gaps due to frequent 
moves between the U.S. and Mexico and status as an English learner as challenges they 
had to overcome.  Others cited lack of ethnic role models as a challenge.  Belo described: 
I sometimes look at Caucasian people as, that’s how they were brought up, they 
have a certain level of confidence and know how to deal with things because they 
live in a society and have models that look like them. 
 
Two of the three female participants described cultural norms as creating challenges to 
attending college.  They described sharing their acceptance to college with their fathers 
and the push back to them as women with their fathers not wanting them to live alone.   
Research validates the perceptions of the Latino principal participants.  Coleman 
(1988) posed: 
Just as physical capital is created by changes in materials to form tools that 
facilitate production, human capital is created by changes in persons that bring 
about skills and capabilities that make them able to act in new ways. (p. 100) 
 
Study participants described changes in themselves over time acquired by navigating the 
path to college through interactions with institutional agents and peer models and along 
the path to principal as factors that supported the development of increased social capital.   
Result Three: Early Work Experiences, Transitional College Programs, Collegial 
Relationships, and Administrative Mentors as Supportive Factors 
 
Most participants reported their original career intentions did not include teaching 
and many described other degree and career paths before moving in the direction of 
teaching.  In describing factors that supported their eventual choice of teaching as a 
career, many recalled their experiences working with youth, and Latino youth in 
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particular, as significant influences.  Work in pre-college programs, at Boys and Girls 
Clubs, tutoring, and in migrant education proved strong motivators and cemented a 
passion for working with young people and developing their capacity.  Likewise, 
participants reported experiences in college programs such as the Early Opportunity 
Program, living in Latino-centered housing, and participation in other minority-centered 
support programs as essential in their early college success.  
Additionally, participants reported having positive relationships with their 
teachers and other adult role models as strong influencers on their choice to teach.  They 
described encouraging teachers who supported leadership development and achievement 
as well as agents who took them under their wing and motivated them to succeed.  In 
addition, one participant cited his negative experiences as an English learner as 
motivation to eventually work in bilingual education.  Irizarry and Donaldson (2012) 
examined Latino Teach for America teacher retention and sought to understand the forces 
that push and pull teachers out of the classroom.  Latino study participants in their 
research cited a desire to counteract the negative P-12 experiences they had as a primary 
reason for entering the teaching profession.  They also cited caring relationships with 
teachers and a desire to give back to the community and teach in low-income schools 
with large minority populations as factors that led study participants into teaching.  
In recounting their early teaching experiences, participants cited school 
administrators as factors supporting their early success in the field.  Multiple participants 
described their administrators as role models who took the time to develop relationships 
and were effective professional models.  They described influence these leaders had on 
their realization of the importance of developing relationships with students and families, 
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in problem solving, and in guiding them through the maze of site and district 
requirements.  Participants described these leaders as supporting their sense of belonging 
and development as a professional.  Research confirms one’s identity and value of 
themselves is related to belonging (Bernal et al., 1991; Tajfel & Turner, 1986).  Likewise, 
Doyle and Locke (2014) found principals have a strong effect on the development of a 
positive tone and building culture, in cultivating leadership amongst staff, and in creating 
a cadre of high-quality teachers. 
In addition, participants reported relationships with grade level colleagues and 
other colleagues in their early years of teaching as strong influences.  Participants 
described teacher colleagues of all ethnicities as extremely supportive early in their 
careers.  They described these professional resources, made available through their 
colleagues, as critical to their success.  In citing specific examples, study participants 
recalled discussing lesson planning, student behavior challenges, grading, parent 
communication, and motivating students.  Research confirms the social network’s ability 
to play a vital role in distributing resources within the network or group (Coleman et al., 
1982).  Their research described the benefits social resources embedded in social 
networks can have on supporting a network or group in developing social capital or, in 
this study participants’ cases, professional development and collegial support.  Lin’s 
(2001) research also confirms the importance of resource-rich networks in supporting the 
development of social and professional capital. 
Study participants also recalled their early teaching experiences amongst Latino 
colleagues as a primary factor in their professional success and motivation.  One 
participant described her relationships and network developed in her multicultural 
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teaching credential program as supportive to her as a classroom teacher.  Others 
recalled early teaching assignments with high concentrations of Latino and minority staff 
as influential in their early professional development.  They described their collaboration 
with Spanish-speaking colleagues as exciting and supportive.  One participant recounted 
it as, “we had a voice . . . and that was kind of cool in the sense that more people thought 
the same way.”  He described the experience as one in which they could collaboratively 
tackle professional challenges and focus on minority students and other students with 
challenges because of their Latino network.  
Research confirms having homogenous social networks support the development 
of social identity (McFarland & Pals, 2005).  Research related to an immigrant’s ability 
to assimilate and adapt to institutions in the host society is also relevant to the supportive 
Latino social networks study participants described.  Klugman et al. (2012) posited that 
the social capital related to co-ethnicity, as in Latino work networks, supports one’s 
ability to assimilate and adapt to institutions like school.   
Study participants identified several factors that supported their path to the 
principalship in terms of preparing them for the role of administrator.  Describing 
leadership opportunities within their P-12 schooling experience, several participants 
recalled participation in student council, being encouraged by teachers to participate in 
yearbook, and other leadership opportunities as early factors that supported their ascent to 
the principalship.  As cited in previous sections, research shows having positive 
relationships with teachers and the development of social capital, in this case through 
leadership development, are instrumental in school and career success (Coleman et al., 
1982; Irazarry & Donaldson, 2012). 
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While the majority of participants reported no desire to pursue the principal 
job when entering the education field, one participant recalled his early work in the non-
profit sector as a factor contributing to his desire to become a principal.  He described his 
early sense that being a teacher would not fulfill him long-term and expressed an early 
desire to manage projects and influence teams overall.  No participants reported any 
formal succession training or leadership development by their district.  Instead, the 
impetus to move into administration came informally through strong administrative role 
models, leadership opportunities, and a push by site leaders or outside leaders to pursue 
an administrative position.  
Doyle and Locke (2014) described effective principals as those who set a positive 
tone and culture in a building and cultivate leadership in others.  Study participants 
described their principals entrusting them with positions such as grade level leader, 
department chair, committee chair, teacher in charge, coordinator of programs for English 
learners, and leader of workshops or staff development.  They reported their 
administrator’s trust and belief in their leadership abilities as instrumental in developing 
their desire to pursue site administration.  Site principals played a significant role in 
developing individual participants’ motivation and the necessary confidence to pursue the 
principalship.   
Result Four: Latino Identity 
In recounting their journeys to the principalship, study participants described their 
Latino identity and experiences with Latino colleagues and organizations as pivotal to 
their academic and professional success.  Multiple participants described points within 
their junior high, high school, and early college years as defining moments in terms of 
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identifying and accepting their Latino identity.  Likewise, participants described 
associations within Latino and minority organizations and programs as key in their 
successful transition to college.  Relationships with colleagues in their early teaching 
years supported a foundation for success and a sense of belonging.  Finally, principals 
described their role as a Latino leader within the schools and communities they currently 
serve. 
Most participants described a moment within their P-12 and early college years as 
significant in solidifying their identity as a Latino.  Participants described pressure from 
Latino peers as they straddled cultural worlds between primarily Latino and white 
neighborhoods.  Nine of 10 participants described a moment that supported their 
realization of the importance of staying connected to their Latino culture and identity and 
described it as a defining experience in establishing their identity. 
Participants also described programs and organizations that supported building a 
successful foundation for college or that provided social and cultural support within the 
college environment.  Participants recalled college groups such as MeCHa, a Chicano 
organization; the Early Opportunity Program (EOP); and other transitional high school to 
college programs focused primarily on minority students as key factors in their early 
success.  They saw these programs as supportive in building social capital as well as in 
shaping their identity and pride as a Latino.   
Additionally, study participants perceived their early teaching experiences with 
other minority and Latino colleagues as key.  A majority described experiences working 
with Latino colleagues and multicultural networks as foundational in building early 
successes and confidences as a Latino teacher.  Participants recalled teaching within 
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primarily bilingual Spanish schools or with a group of Latino colleagues with whom 
they networked and built a foundation of support.  They recalled the collegiality with 
like-minded peers who understood the minority experience as primary factors in building 
their sense of identity and confidence as a Latino educator.  Participants’ strong identity 
as Latinos and their strong academic identity described previously are supported by 
Romero’s (2010) study.  Romero supposed that for Latinos to be successful in school, 
they would have to identify with the key elements and characteristics of both their 
academic and ethnic identities.  He argued that Latinos likely have a strong ethnic 
identity and to be successful academically, it is important for Latino academic identity to 
be both strong and resilient (Romero, 2010).  Romero’s research supports results from 
this study in which participants perceived their strong academic and Latino identities as 
critical factors in their eventual attainment of the principalship. 
In their position as a school principal, study participants described their unique 
role as a Latino and minority as a bridge for students and families to gain access to 
information about school, college, and a variety of other resources.  Study participants 
saw their own experience as a minority as a resource for developing their staff and 
community’s support for all students and described their own school experience as a rich 
resource in supporting all students, especially minorities within their school.   
The majority of participants expressed their belief that their background and 
ethnicity created a stronger connection with students and families of color.  They 
described seeing themselves when they looked out at the playground and understanding 
from personal experiences the struggles their students and families face.  One participant 
described conducting observations in classrooms and having an internal understanding of 
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what low-income and EL students need because of his own socioeconomic and EL 
experiences.  Participants also described their sense of having stronger connections with 
Latino, minority, and low-income students than some of their teachers and administrative 
counterparts because of their early experiences.  In their role as principal, many 
participants developed ways to use their Latino identity and cultural/linguistic 
connections to Latino students and families as assets within their leadership role.   
Institutional agents, such as school principals, are defined as, “those individuals 
who have the capacity and commitment to transmit directly, or negotiate the transmission 
of, institutional resources and opportunities” (Stanton-Salazar, 1997, p. 6).  Study 
participants reported transmitting information about school programs, academic tutoring, 
career and college information, and classroom practices to Latino and minority students 
and parents.  One middle school principal, who led in a high socioeconomic and high 
performing school, expressed his commitment to ensuring a welcoming environment to 
all families and a desire for minority students to experience what all students are 
experiencing.  He described providing information in multiple languages and holding 
parent meetings to ensure all understood the high school application process and the 
available opportunities for their students.  Participants described themselves as bridges to 
financial and social capital for families.  Gamoran et al. (2012) described one factor 
leading to the alienation from school authorities expressed by parents may result from the 
fact that Latino parents tend to identify fewer staff with whom they would be comfortable 
communicating when there was an issue or they needed a question answered.  Latino 
study participants felt they served as bridges for parents who may have felt 
disenfranchised from school and school leaders. 
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Additionally, participants perceived their influence as role models for students 
and communities as a significant factor in supporting Latino and minority youth.  They 
described their regular interactions with Latino students and families, their cultural 
awareness, sharing the Spanish language, and providing access to resources as strong 
factors in their relationships with the Latino community they served.  Muniz’s (2013) 
study rated Latino principal perceptions of their positive impact on Latino students.  
Study participants rated the perception of their function as a role model for Latino 
students as having the strongest impact.  Congruent with Muniz, participants in this study 
also perceived their ability to serve as role models for Latino and minority students as 
key factors supporting their work as principal. 
Summary 
This chapter discussed in detail the findings of the study, represented in five 
central themes that emerged from the research.  Findings were presented through the 
voices of the individual research participants and include: (a) Formative Experiences, (b) 
College Attainment and Completion, (c) Path to the Classroom, (d) Path to the 
Principalship, and (e) Experiencing the Principalship.  Additionally, four study results 
were identified and discussed in this chapter and were garnered from themes and patterns 
that emerged from the research.  These results were: (a) influence of adult and peer 
models on development of academic identity; (b) access to college guidance, financing, 
and support as prohibitive factors; (c) early work experiences, transitional college 
programs, collegial relationships, and administrative mentors as supportive factors; and 
d) Latino identity.  Each result was presented individually within this chapter and 
correlated to relevant literature.  The findings, results, and interpretations discussed 
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throughout this chapter provide the foundation for the recommendations offered in 
the following chapter. 
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Chapter 5: Conclusions and Recommendations 
Introduction 
The purpose of the qualitative phenomenological research study was to describe 
the lived experiences of Latina and Latino public school principals and their perceptions 
of the primary factors that supported them in becoming a P-12 principal.  This was 
accomplished through an analysis of literature in combination with fieldwork, which 
included comprehensive interviews with each of the participants, field notes, observations 
and careful review of artifacts collected.  Through the above activities, the researcher 
sought to understand the participants’ perceptions of their journey to the principalship 
through the lens of their own experiences. 
The researcher applied a phenomenological approach shaped by Moustakis (1994) 
while conducting field research and through related qualitative data analysis procedures.  
This process enabled the participants to communicate their individual perceptions and 
experiences that led them to the principalship with the study’s findings uncovered 
through the rich descriptions they offered.  Five themes emerged from the findings and 
included: (a) Formative Experiences, (b) College Attainment and Completion, (c) Path to 
the Classroom, (d) Path to the Principalship, and (e) the Principalship. 
Results were then gleaned from the research findings and positioned within 
relevant literature.  The study’s results indicated the influence of adult and peer models is 
significant to development of positive academic identity; access to college guidance, 
financing, and support are prohibitive factors; early work experiences, transitional college 
programs, collegial relationships, and administrative mentors are supportive factors; and 
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participants’ Latino identification supported success and continues to be a key factor 
in participants’ professional lives.  
Conclusions from this study draw from the research questions and the findings 
detailed in Chapter 4 and are ultimately drawn from the experiences and perceptions of 
the participants.  Following is a discussion of the conclusions drawn from this research, 
including answers to the research questions.  Answers to the study’s three research 
questions are encompassed in a discussion of relationships as significant influences in 
obtaining the school principalship, supportive factors leading to the principalship, and 
challenges along the path to the principalship.  Recommendations for practice and 
research follow the discussion.  The chapter concludes with a summary and final 
reflections of the researcher. 
Conclusions 
The lived experiences of Latino principals’ paths to the principalship were the 
primary focus of this phenomenological study.  The research questions targeted Latino 
principals and how they perceived their experiences from their early years as a student 
through their eventual attainment of the school principalship.  Research Question 1 
served as the main focus for the study, generating the majority of findings and 
conclusions.  Findings and conclusions addressing Research Question 2 and Research 
Question 3 emerged secondarily from the data gathered in the exploration of study 
participants’ perceptions of their experience leading to the principalship.  Conclusions to 
these research questions extend the meaning of findings and results that emerged in 
pursuit of finding answers to Research Question 1. 
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Research Question One: How do Latino principals describe their lived 
experiences in attaining the role of the school principalship? 
 
When describing the lived experiences of this study’s participants, Latino school 
principals, it can be said that relationships serve as the underlying foundation from 
childhood through their careers as P-12 public school principals.  Latino principals 
perceived their parents and family as key in supporting their positive academic identity 
and eventual college attendance.  Additionally, their motivation to succeed was supported 
by participants’ positive relationships with adults in the community, with peer groups in 
school with whom they identified academically, and with institutional agents who 
supplied additional motivation and information about college that participants’ families 
lacked. 
Parents’ high expectations for academic performance in P-12 and expectations for 
college attendance served as a strong motivation to do well in school.  While parents had 
various levels of P-12 school completion and no parents graduated from college, their 
expectations for their children supported a strong academic motivation and college 
attendance.  Latino principals also described strong relationships with teachers and other 
school personnel as significant in the development of a positive academic identity.  
Opportunities for leadership, academic support, acceleration, and interventions provided 
by school agents were described as key to the development of their positive academic 
experience.   
Belonging to a peer group with a strong academic identity supported building an 
academic foundation and acquiring information about college access students lacked in 
their home environment.  Participants’ associations with peers outside their familial 
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network allowed them to build social capital about school not available within their 
own familial and social networks.  Latino principals described their relationships with 
peers and the parents of peers throughout their P-12 experience as significant in building 
knowledge about professional careers and the basic requirements of college attendance.  
In addition to reporting their development of a strong academic identity, 
participants described their identity as a Latino as key in the development of their identity 
and sense of self.  Participants described this connection to their ethnic identity as 
enhancing their academic identity and eventually supporting their path to the school 
principalship.  Relationships with Latinos and other minorities in their P-12 school 
experience, in their transition to college, in college, and in their early teaching careers 
were described as significant positive influences by study participants. 
Research Question Two: How do Latino principals describe factors that contributed 
to their successful attainment of the principalship? 
 
The foundation leading to the eventual attainment of the principalship by Latino 
study participants was laid with positive P-12 relationships with teachers and school 
personnel.  Latino principals also described interventions by school personnel in applying 
for college and transitional programs supporting early college success as supportive 
factors.  Additionally, early experiences working with youth and relationships with 
teaching colleagues and school administrative mentors all served as factors contributing 
to achieving the principalship. 
Teachers who supported leadership development in areas like student council and 
extracurricular activities, as well as academic development through accelerated learning 
opportunities, significantly influenced Latino principals as they moved along the path to 
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the principalship.  Likewise, intervention by school personnel regarding study 
participants’ college opportunities significantly influenced Latino principals’ pursuit of a 
4-year college experience.  Random interventions by teachers and counselors who were 
not their assigned guidance counselor supported attainment of the academic and financial 
information needed for college.  
Programs supporting transitions from high school to college were also significant 
in participants’ successful experience in higher education.  Early opportunity programs, 
summer experiences in minority-focused programs and residence in Latino housing 
supported early college success.  The choice to pursue teaching as a career was not 
identified by Latino principals as their first career choice.  Experiences working with 
youth in programs like 4th R and college tutoring programs focused in P-12 classrooms 
provided the impetus to pursue teaching.  
Early teaching experiences in bilingual classrooms and in schools with a large 
percentage of Latino teachers were described as primary factors supporting the first years 
in the classroom.  Schools with high concentrations of Latino teachers supported Latino 
principals’ assimilation into the teaching profession.  Additionally, Latino principals 
perceived strong relationships with colleagues of all ethnicities as supporting 
development of professional capital throughout their teaching careers.  Participants 
reported no formal leadership or succession training when describing the primary factors 
supporting their transition from the classroom to administration.  Instead, Latino 
principals cited their school administrators as providing mentorship and a sense of 
belonging and encouraging their path to school administration.  
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Research Question Three: How do Latino principals describe the challenges they 
faced in pursuing the P-12 principalship? 
 
Latino principals described primary challenges they faced as they pursued the P-
12 principalship that centered upon five areas: a lack of knowledge of the college 
admissions and financial aid process, financing college and post-graduate credentials or 
degrees, lack of support from school counselors and other school personnel, having to 
navigate the process on their own without family support, and a lack of self-confidence.  
While study participants were strong academically, they lacked understanding of the 
requirements and their own qualifications for admittance to a university.  They noted a 
lack of support from school counselors and other school personnel in guiding them along 
the path to be university ready.  Likewise, they reported entering their final high school 
years without plans to attend college or being advised by school counselors to attend 
junior colleges.  Financing college and post-graduate credentials were significant 
challenges as well.  Latino principals described being the first in their families to attend 
college and having to navigate the admissions and financial aid processes independently, 
citing parents’ inability to help them with the process.  
A majority of Latino principals reported self-confidence as an obstacle in their P-
12 experience, in their college experience, and in their eventual career as a school 
principal.  They described lacking a support system in terms of gaining a sense of self 
and the confidence needed to succeed both academically and professionally.  Their low 
socioeconomic positions and status as English learners affected their ability to integrate 
academic vocabulary and gain other experiences supporting academic and professional 
achievement.  
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Recommendations 
Based on the findings, results, and conclusions of this study, the researcher offers 
recommendations for improving practice in ways that address issues of supporting the 
Latinos’ path to the P-12 principalship.  Given the changing demographics of California 
and the nation, and the national focus on student achievement, understanding the forces 
that affect Latinos’ attainment of the P-12 principalship is critical.  Recommendations 
provided are intended to assist both the study sites and similar institutions in promoting 
policies and practices supporting the flow of Latino talent into school leadership 
positions.   
The recommendations are offered primarily based on the specific sites and 
population, which were the focus of this study.  Other institutions may benefit from 
implementing some or all of these recommendations.  However, it should be noted that 
other school systems may have already implemented these, or similar, recommendations.  
Therefore, each recommendation should be considered for appropriateness within the 
various institutional contexts or populations that would be impacted. 
Recommendations for Action 
1. Support the development of positive relationships across school systems. 
2. Developing strong, positive relationships with ALL students and their families must 
be a constant focus despite issues of language and access with hard-to-reach families.  
To facilitate the most positive relationships possible, an understanding of the 
socioeconomic and cultural challenges of all students and families is essential to 
developing strong relationships with all stakeholders. 
  
119 
3. Develop college and career awareness early in the P-12 experience, supporting 
first-time college families in understanding the scope of what college attendance 
entails.  Supporting an understanding of course and grade requirements, application 
processes, financing, the work and time commitments required of college, and how to 
support their students emotionally should begin in elementary school and continue 
through the secondary grades. 
4. Develop formal plans to recruit Latino teachers and leaders.  An area of entry could 
be in developing teacher/leader academies, similar to other career pathway academies 
offered by secondary institutions that focus on exposing Latino and other minority 
youth to careers in education and to experiences working with youth. 
5. Pursue non-traditional teacher applicants with a focus on recruiting Latino teachers 
and leaders from the ranks of school support staff, the school community, and 
professions outside the education community.  Collaboration with institutions of 
higher education and other teacher and leadership development programs could 
develop customized recruiting aimed at the non-traditional student. 
6. Develop district-wide focus on best practices in supporting Latino students and 
families.  With Latino students as the majority student population in California, and 
with the majority of English learners of Latino descent and Spanish speaking, 
implementing comprehensive plans to support Latino students and families and 
developing awareness of the unique needs of Latino families for school staff are 
imperative.  Celebrate all cultures within the school environment, in turn supporting 
the development of positive ethnic and academic identity for all students. 
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Recommendations for Future Research 
1. Focus future research on the Latino principal’s lived experience in attaining the 
role of the school principalship to include a larger sample and geographic area 
than was used in this study to gain more representative data 
2. Study Latino teacher perceptions of factors that supported their path to the P-12 
classroom in Sacramento County with a particular focus on developing best 
practices to recruit Latino teachers. 
3. Research second- and third-generation Latinos who have lived in California for 
multiple generations and their perceptions of supportive factors and challenges in 
pursuing college.  The current study used snowball sampling to determine study 
participants.  All participants, while randomly chosen, were first-generation and 
the first in their families to attend college. 
4. Consider research focused on Latino parents and their perceptions of the factors 
that support their development of the academic and social capital needed to 
support their students’ successful college completion.  
Summary 
This study offered an opportunity to review and analyze aspects of school 
leadership and recruitment from a perspective that has had little attention, specifically the 
perceptions of Latino P-12 public school principals of their path to the principalship.  The 
essential question guiding this research was: “How do Latino principals describe their 
lived experience in attaining the role of the school principalship?”  The results and 
findings characterize the perceptions of Latino P-12 principals through their own 
personal stories, each unique but simultaneously analogous.  The research provided data 
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confirming relationships throughout participants’ experiences as essential to 
developing a strong academic and ethnic identity.   
Participants described parents, others in parental roles, peers, school agents, and 
professional colleagues as instrumental in supporting their path to school leadership.  
Additionally, strong collegiate relationships with professionals of all ethnicities and 
supported successful transitions from high school to college, college to teaching, and 
eventually the path to administration.  While participants noted strong relationships with 
colleagues of varied ethnic backgrounds as significant, they described support from 
Latino colleagues as a primary influence on their professional success.  Site 
administrators were perceived as providing significant support and influence as role 
models and by providing leadership opportunities and nurturing the impetus to pursue 
school administration.  The greatest challenges perceived along the path related to social 
and financial capital, specifically in knowledge about credit requirements, financing 
college, the application process, and transitioning to college.  As all participants were the 
first in their families to attend college, navigating the process on their own without family 
members who understood the physical and emotional requirements was challenging.  
Underlying their path to the principalship and participants’ perceptions of their 
role in the principal position is a strong identification with being Latino.  Principals 
overwhelmingly see themselves as role models and bridges to the Latino and minority 
students and communities they serve.  While Latino principals perceive themselves as 
supporting every student and family in their communities, they perceive their experience 
along the path to the principalship as giving them a unique perspective and link to Latino 
and minority communities non-minority principals may not have.  Understanding the 
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Latino principals’ path to the principalship is crucial to supporting the majority Latino 
P-12 student population in California.  As California and the nation becomes increasingly 
Latino, understanding how to support and develop Latino school leaders is essential. 
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Appendix A: Interview Protocol 
 
 
 
Project:  Path to the School Principalship: Perceptions of Latino Principals 
 
Interviewer: Martin Martinez  
Interviewee: 
Position of the interviewee:  
[Prompt for Interviewer] 
Open session by reminding the interviewee: 
• Purpose of the study  
• Potential length of the interview  
• What data is being collected  
• Remind interviewee that all information is confidential and no real names will be  
included in the study  
•  
[Turn on recording device – test]  
Questions:  
1. Tell me about your current position and what your responsibilities entail. 
2. Are there experiences in your own P-12 experience that lead you to pursue a career in 
education? 
 
3. Describe any role models who shaped your belief or desire to succeed in school and 
eventually go to college. 
 
4. Tell me about your early schooling and social identity that may have affected your 
desire to become a principal. 
 
5. What were the greatest challenges to you in completing an education and becoming a 
teacher? 
 
6. What did you find to be the greatest areas of support in your role as a Latino teacher? 
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7. Describe those factors that most influenced your path from teacher to principal. 
 
8. Describe any challenges you faced that were specific to you as a Latino as you moved 
from teacher to principal. 
 
9. How do you believe your experiences as a principal compare to your Caucasian 
colleagues? 
 
10. Describe those factors that most support you in your role as a Latino school principal. 
 
11. Is there any other information you would like to share that you believe would be 
useful for me to know? 
 
12. Thank you very much, this concludes our interview, I would like to remind you that 
all data gathered here today is confidential and for my use in this study only. 
Information gathered today will not be shared in anyway except in its use for this 
project. 
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Appendix B: Observation Protocol 
 
 
 
Interviewee: 
 
Time of Interview:  
Date:  
Place:  
 
Interviewer: Martin Martinez 
Descriptive Notes 
What were the lived experiences of 
Latino principals on their path to the 
school principalship? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Reflective Notes 
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Appendix C: Artifact Review Protocol 
 
Page ___ of ____ 
NOTES: 
!
Title/Description:  
Relates:  
Format:  
Review Date:  
File Name:  
!
 
Researcher’s Reflections: 
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Appendix D: Invitation to Participate 
 
Invitation to Participate in a Qualitative Research Study: Paths to the 
Principalship: Perceptions of Latino Principals 
November 15, 2014 
Dear __________, 
I am contacting you today in my role as a doctoral student at Drexel University in 
addition to my role as a school principal in Elk Grove Unified School District. In partial 
fulfillment of the requirements for a Doctor of Education degree, I am conducting a study 
focused on the perceptions of Latino principals on their path to the school principalship. I 
am writing to request your participation in my study, titled “Paths to the Principalship: 
Perceptions of Latino Principals.” 
Proposed Study Synopsis: 
While research shows positive benefits to minority students whose schools are lead by 
minority principals, we lack a clear understanding of the primary factors influencing 
Latino educator’s progression to the P-12 school principalship.  The purpose of this 
phenomenological research study is to describe the lived experiences of Latino public 
school principals and their perception of the primary factors that supported them in 
becoming a P-12 principal. It is anticipated that the knowledge generated from this 
qualitative study might offer new insight to school district and principal preparation 
program practices.  This study is focused specifically on Latino public school P-12 
principals in Sacramento County. 
Considerations: 
Your participation in this research study is strictly voluntary. Should you agree to 
participate, you will be asked to engage in a semi-structured interview. The duration of 
the interview will last approximately 60 minutes and will take place at a mutually 
agreeable location. The open-ended questions that will be asked during the interview 
session are those questions that will allow me as the researcher to comprehend your 
thinking, your individual experiences, and your assumptions as well as perceptions about 
becoming a Latino principal. 
Confidentiality:  
Should you agree to participate in the study, all reasonable steps will be taken to maintain 
confidentiality and to safeguard your identity as a study participant. Information gleaned 
from the interviews will maintained securely during the study period, and audio 
recordings of the interviews destroyed following completion of the study. Further, no 
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personally identifiable information arising from your participation in the study will be 
shared with colleagues or administrators in any fashion. Findings from the study will be 
reported in aggregate so as to protect the identity of participants. Further, though I may 
have direct or indirect contact with you (prior or in the future) in my role as principal in 
EGUSD, my role in this research study is separate and distinct. Your willingness or 
refusal to participate in the study will have no bearing on current or future interactions we 
may have in my role as principal. 
Your volunteering for this interview will be your consent to participate in the study. You 
may opt out of this study at any time. If you have any concerns or questions about this 
study please feel free to ask at any time. 
I thank you in advance for considering participation in this research. Should you be 
willing to participate in this research study, please contact me at your earliest 
convenience. 
Sincerely, 
 
Martin Martinez 
Doctoral Student 
Drexel University 
Center for Graduate Studies, Sacramento 
maemarti@egusd.net 
Work- 916-525-0630 
Cell-    916-215-3231  
 
